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abstract 
ELEMENTARY SCHOOL LEADERSHIP 
AS VIEWED BY A BLACK PRINCIPAL 
May, 1987 
Earl Franklin Mosely, B.S., Brockport 
State University of New York 
M.S., Brooklyn College 
Professional Diploma, Hofstra University 
Ed.D., University of Massachusetts 
Directed by: Dr. Byrd L. Jones 
This study highlights a Black educator's strong commitment to 
improving schools serving minority students during a period of over three 
decades. The study contains reflections 1) during the formative years 
prior to becoming a teacher, 2) as an elementary school teacher, 3) as a 
secondary teacher, coach, and assistant principal, and 4) as a principal 
at the elementary level. 
Based on those experiences and a review of the literature, the 
study details factors a principal should consider in developing 
strategies, techniques and programs, as well as utilizing personnel 
wisely in order to create an effective school. The importance of 
building self-esteem in students and developing a school climate that 
is safe and conducive to learning is emphasized, as well as the key 
vi 
roles principals play in carrying out many of the education reforms now 
under consideration by legislatures, boards of education, local school 
districts and communities. 
Specific activities and events planned and implemented to 
develop self-esteem and improve the school climate are reported. 
The principal's involvement in encouraging students to master basic 
skills and show academic growth and improvement is detailed by specific 
examples of how an effective school leader promoted an orderly school 
climate and an atmosphere conducive to learning. The role of other 
adults within the school in relation to the abilities and potential of 
students is also discussed. 
The experiences of a Black educator are compared with recent 
studies of effective schools, roles for principals, school change, and 
Black leadership. In essence, Black principals must play a dual role 
because their actions and words speak to two audiences. The study 
details the attempts of a Black educator in one community in New York 
State to overcome the handicaps of racism to create an effective school 
in which Black students experience academic and personal success. The 
study suggests techniques that can be used to overcome other barriers 
to student success such as economics, apathy, and fear on the part of 
students and staff members. The techniques and strategies described in 
this study can be adapted to meet the needs of students in other schools 
in which principals are attempting to counter negatives and provide 
successful experiences for Black students. 
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PROLOGUE 
As a teacher and administrator for over three decades I have 
tried to change the concept and the atmosphere of schools. From my first 
consciousness of self as a Black person during World War II, through my 
own education, service in the Marines, and experiences in the Black 
revolution of the 1950s as well as the school upheavals during the 1960s, 
I have fought White racism in the United States. White racism has 
persistently, pervasively and powerfully oppressed Black Americans based 
on their skin color or supposed ancestry in Africa. Racism incapacitates 
its victims and stunts their development. There was and is anger in my 
veins because of the suffering and limitations on human potential caused 
by racism throughout the fabric of American society. 
Today public schools offer one of the few avenues for Blacks to 
overcome patterns of discrimination, and yet schools have often 
replicated those broad social and economic patterns. Many schools 
serving low—income and minority communities remain tragic exercises in 
failure and futility for children. Whether a majority of minority 
students leaves or remains in school may make little difference in 
obtaining jobs and/or increasing incomes. 
In education today Black children still lag behind their White 
counterparts. The home and the family help to determine the young 
student’s performance in school. Some Black children start school with a 
positive attitude; but it is not easy for Black children to respond 
enthusiastically to school when there is nothing in their home or 
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community environment to support the interests that have been awakened. 
Unfortunately, the schools that serve predominantly Black 
neighborhoods have neither the physical nor the personal resources to 
meet their responsibilities. As a result Black children enter school on 
par with White counterparts, but a deficit soon appears in achievement 
scores. That deficit widens on the average over the thirteen years of 
schooling. If schools serving low-income and minority neighborhoods are 
to accomplish their primary mission of instruction, they must compensate 
for poverty in homes, an absence of neighborhood amenities, and the hopes 
blighted by racism. 
For seventeen years I have served as principal of an elementary 
school in Roosevelt, New York, that serves disadvantaged homes. Because 
many students are slow learners there is little incentive for potentially 
good students to excel. In a dramatic way, good teachers can make a 
difference. Better than average teachers are needed to take up the 
challenge of educating our children for the future. The most powerful 
word in education is children. Schools do not belong to principals; they 
do not belong to the school boards or the teachers; they belong to the 
children whom we have agreed to instruct. 
Basically, school is a place to inspire learning. Students come 
with incentive and motivation. Success is expected no matter what the 
method we use. I have insisted on high expectations. Teachers should 
aim high at all times. I believe good teachers make a difference in the 
overall performance of children. 
Successes have occurred here and there, but a massive movement 
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of progressive learning is needed for continued success in education. 
Schools for children are at their best when those who teach and manage 
the schools have a vested interest in the success of each child. 
Education must become a process that educates for survival and 
liberation. Good teachers believe that every healthy individual has 
the ability to learn. Competent educators must devise ways and means 
of teaching, stimulating, and motivating each individual child. Trying 
to reconcile an unjust heritage in education for American Blacks will 
take courage, wisdom, patience, insight, and faith in accomplishing 
the impossible for Black children. 
I have felt the strains, and stress, and emotional tensions of 
being a Black educational leader. I know the hardships under which 
faculties have labored. I also know the frustration and depression 
Black parents have endured when they experience continued failure, 
disillusionment and calamities for their children. These disheartening 
experiences motivated me as a teacher. With honest commitment, wise 
planning of programs, teacher selection, and community support, there is 
no question in my own mind that we can redress the failure syndrome and 
replace frustration in young lives. 
As an educator I am concerned that today's young people are 
paying such high prices emotionally, socially, and academically 
in the development of their potential. I have been with them all the 
way, for my own children are among them. As an educational leader my 
task was to create a genuine community of learners for these purposeless 
and achievements can generate faith and young people. Their success 
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hope for others in their potential success. 
A dream is a possibile reality that we as professionals have 
about an ideal school environment. Once the possibility is accepted, 
children begin to embrace and accept the school as a place to fulfill 
their dream. Reality may be beautification of the entire building, the 
classrooms, and the hallways. Small projects and major programs whether 
simple or highly complicated in design, can contribute to a positive 
learning environment. This school climate causes a craving in the minds 
of Black children to want to come to school. 
As principal I developed a greater understanding and appreciation 
of the nature and complexity of effective schools. Therefore, I had to 
learn quickly the nuances influencing the school environment. As a 
change agent I began to appreciate that the learning atmosphere through¬ 
out the school must provide the fundamentals—knowledge of grammar, 
spelling, multiplication, addition, subtraction and the skills for other 
subject areas. Those fundamentals if taught well and in a context of 
positive expectations can allow elementary school students to perform 
well in high school and in later life. Their successes will begin to 
erode the stereotypes of a racist society. 
CHAPTER I 
INTRODUCTION 
Rationale 
Since 1970 many efforts to reform urban schools have emphasized 
a cooperative venture under the leadership of its principal with teachers 
and parents or community members. Charles Silberman's Crisis in the 
Classroom identified a number of schools that served low-income and 
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minority children well. Over the past decade, school reformers have not 
had new outside resources and thus they have focused more on school-by¬ 
school plans with local leadership. That has placed increasing 
importance on the role of the principal in creating a climate for 
learning. For schools serving Black students, that shift has posed an 
enormous challenge to uncover and use indigenous resources. 
Principals play key roles in carrying out many of the education 
reforms now under consideration by legislatures, boards of education, 
local school districts and communities. Seme of the assignments 
proposed for the school leader are raising student achievement, 
evaluating teachers, creating a school environment conducive to 
learning, selection of teachers, facilitating curriculum, and 
motivating staff and community to meet the challenge for excellence in 
schools. 
A focus on principals as building leaders is an attempt by 
educators to respond to the voluminous research findings of the last 
ten years linking strong leadership with school success for young 
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people. Principals can play an important role by identifying, rewarding, 
and promoting excellence in their school. 
Ron Edmonds's many studies on effective schools' characteristics 
highlighted necessary factors in effective schools. Effective schools 
had administrative leadership, high expectation for children's achieve¬ 
ment, an orderly atmosphere conducive to learning, an emphasis on basic 
2 
skill acquisition, and frequent monitoring of pupil progress. In those 
skills, learning did not reflect the income or social status of the 
parents. Teachers of students made the difference so far as individual 
achievement, but usually the principal set the tone for the school 
3 
climate. 
Edmonds and others defined purpose, scope and the importance of 
educational leadership from the principal and others as critical in 
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making a school purposeful and productive for students. Effective 
school leaders are concerned with many factors that make their schools 
successful and productive. An orderly school climate and atmosphere is 
necessary for students to have time to learn. Through their involvement, 
school leaders can make their building a place that encourages 
motivation and stimulation foe the student. Also principals can 
encourage students mastering the basic skills and in showing academic 
growth, and improvement in test taking. 
Impressive changes in how schools are perceived by students, 
parents, teachers and community residents must come from the direction, 
skill and personality o£ the principal. Brookover et al. supported 
much of the effective schools research in Creating Effectiye_Schools: 
7 
Someone in the school organization, ideally the principal, 
must provide leadership to establish clearly identified and 
specific learning objectives at each grade level and for 
each course. 
He went on to state: 
It is unlikely that a single individual, even the most 
directive principal, can identify and specify all the 
objectives at the various levels, but (s)he should 
provide leadership to see that it is done.5 
In their review of several studies, Joan Shoemaker and Hugh 
Fraser concluded that: 
Principals can provide schools with assertive, achievement- 
oriented leadership; an orderly, purposeful, and peaceful 
school climate; high expectation for staff and pupils; a 
well-designed objectives and evaluation system.6 
Those characteristics may be most essential in schools serving low- 
income and minority neighborhoods. 
Strong leadership by principals with a vision of where the 
school ought to go and with the ability to energize those with similar 
beliefs and concerns can make schools a haven of positive experiences 
for young people. Although literature suggests the importance of good 
instructional leadership to an effective school, little has been written 
about effective Black principals, who beset by situations and problems 
not common to White school leaders, must develop strategies and 
techniques to make their schools both pleasant and affective for 
students. 
Racism and Poverty 
The Roosevelt School District is predominantly Black in student 
population (see Chapter III for demographic patterns). Many of the 
8 
students come from homes that fall below poverty levels—as evidenced by 
the high ratio of students receiving free or reduced lunches under 
federal programs. Roosevelt schools also lack financial help for running 
and operating its schools. Thus, the district has not always offered 
salaries to its teaching and administrative staff that were comparable 
to neighboring districts in Nassau County. During the past several years 
many teachers and supervisors have accepted positions in neighboring 
districts in order to improve their financial standings. 
During the financial crisis in 1975-1976, when Roosevelt was on 
the brink of default and had to show cause for the deficit, the board 
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president was told, "Scarsdale you're not." As in many other metro¬ 
politan areas, a high level of resources and a low level of services go 
together so that low tax rates still yield ample resources. The impact 
of poverty and the practice of racism in Nassau County as it related 
to Roosevelt has created a situation of separate and unequal education 
for the residents of the district. 
Previously, some educators wanted to split the school district 
among neighboring communities, but this idea was resoundingly rejected 
by surrounding districts. Black students in Roosevelt remained trapped, 
fixed and frozen in yesterday's dream within a county that included a 
wide range of affluent homes and excellent schools. Hope had brought 
many residents to Roosevelt—hope of a better life for their children 
through the avenue of education, hope of jobs, and hope of decent 
housing in a surburban setting. This dream motivated families to move 
out from the urban centers. Their dreams were fulfilled. When Blacks 
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moved in response to similar dreams, they discovered that Roosevelt had 
become an "urban fringe" with many problems associated with inner city 
ghettos. 
In their 1972 study of Plainfield, New Jersey, George S. 
Sternlieb and W. Patrick Beaton described the pressures on suburbs that 
offered opportunities to minorities over-crowded in central areas of New 
York City as follows: 
The functions of the older suburb within our society are 
complex, but certainly one of prime importance is its 
service as a rung in the ladder of upward mobility for 
emerging ghetto dwellers. Unless there is a very complete 
re-evaluation of how their services are financed, the older 
suburbs will no longer be able to serve this function. The 
zone of emergence will become a zone of despair—the line of 
upward mobility will abort. And Plainfield is not alone. 
Poverty and racism would be passed on and communicated to 
another generation. Leaders of communities, churches, and schools are 
faced with a stark reality that poverty can taint their perceptions of 
success and the generation of positive programs. The condition of 
poverty has moved beyond the physical to claim the whole mind. For 
America's underclass, poverty means thinking just for the moment. 
Poverty steals an ability to think about the future because survival 
demands full attention to survival in the present. 
As educators deal with students from poor and neglected 
families, they become aware of a totality of poverty. This poverty, with 
racism as an invisible cause and companion, affects whole communities 
such as Roosevelt. The different aspects of poverty form together into 
a cycle of defeat and destruction. Many parents in Roosevelt face 
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multiple problems such as a lack of money, inferior housing, poor 
health care, distance from employment, and no confidence in the 
educational system. Many parents are so busy responding to the day-to- 
day needs that they have little time to consider future educational 
needs and development of their children. 
A grave problem that inhibits the search for exceptional 
Black school educators is the stigma of racism and all its 
ramifications. What must a Black educator in a leadership role do 
(living in a White-dominated racist society that perpetuates its culture 
through media and through discrimination in the areas of housing, 
education, voting, and employment) to inculcate the dream of hope and 
success in a predominantly Black school? Racism is so persistent and 
pervasive that it affects all institutions in America including the 
schools. Racism underscores a learned belief that Blacks are inferior, 
they cannot learn, so do not provide quality educational resources and 
support. Racism also means that when Blacks gain control of a school 
system, there are few support systems necessary to success. 
Undoubtedly, there is a serious problem facing education today 
in America when experts report the vast number of minority youngsters 
who leave schools. There is also an abundance of research describing 
excellence in education. There is a battle to salvage America's 
youths and to make them productive citizens. Educators must create 
conditions in which students can find a purpose and meaning for life. 
Black educators face double responsibilities. First and 
foremost they must teach, manage their classrooms and administer and 
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learn as well as other teachers and administrators. To do less would 
raise questions about competency that have lingered as racist stereo¬ 
types. While Southerners may keep their drawl or German-Americans a 
trace of accent, Blacks are expected to show no trace of accent or 
dialect. Second, Black educators must recognize and begin to address 
patterns of discrimination and poverty that limit their students. When 
children lack food, shelter, and basic health care, schools have to act 
if they intend to motivate learning. When students' hopes are stunted 
through racist statements, an absence of role models and an irrelevant 
curriculum, then educators must address the American dilemma. Gunnar 
Mydral suggested that an informal apartheid exists in a land of 
equality—a conflict between myth and fact which he described a 
a 
generation ago as the American dilemma. 
That gap between the promise of equality and equal treatment 
according to laws with the daily evidence of a persistent, 
pervasive and powerful White racism poses a real conundrum for Black 
educators. They have experienced discrimination, often believe it 
has limited their own opportunities, and recognize how many of their 
peers have fallen victims to discrimination in housing, employment, 
health care, and education. At the same time, they have overcome many 
barriers themselves and would like to encourage all students—and 
especially Black students—to study hard and stay in school. Thus anger 
at unfair barriers, at unjustified hatred and at hopes killed at an early 
age is mixed with a commitment to emphasize positive achievements and 
the importance of education. 
12 
Principals and Leadership 
Many Black educational leaders striving for excellence in 
education take a bad situation and through the application of competence, 
professionalism, and expertise create effective schools. In so doing, 
hope is given to the hopeless, vision to the misdirected, and renewed 
life and feeling to those whose lives lack productive goals. Research 
efforts should seek ways to learn about exemplary Black leaders and to 
share those lessons with others. 
Since the late 1950s and beyond. Black principals were usually 
chosen to administer schools that were in serious decay academically 
and socially. Robert Chapman's study examined role expectations of 
the Black principal. His study showed that 1) Black principals were 
assigned to schools with predominantly Black student populations, 
2) administrators had high expectations for Black principals in 
the area of client orientation, 3) community persons had high 
expectations of the Black principal in the role of client orientation.10 
Schools that cater to minority populations have not been expected 
to be schools where students succeed. Perhaps, some feared that 
if minority students had equal educational opportunities the Whites 
would lose their power and control over Blacks. As Charles Silberman 
and Eleanor Leacock concluded, schools serving low income and minority 
students placed extraordinary attention on discipline, on "training for 
docility," and on rote memorization. Too often teachers and others have 
seen minority students as robots parroting what teachers wanted them to 
recite. When Black students questioned and challenged dogma being taught 
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to them, they were regarded as troublemakers or misfits. 
Schools serving low-income and minority communities have 
seldom met national norms for academic achievement. Educational 
researchers have identified the principal's leadership as a crucial 
variable for improving and maintaining effective schools. There is a 
need for studies of effective Black school leadership. Schools are 
not expected to succeed. Schools are assumed not to make a difference. 
But, some schools succeed; some make a difference. In those schools 
the role of the leader is central. 
Nature of this Study 
This is a case study about the Roosevelt School District in 
part, but the greater part of this study will concentrate on the Theodore 
Roosevelt Elementary School. This study presents a relative success. A 
school marked by disorder and failure experienced significant improve¬ 
ments. The study will describe the author's roles first as a teacher in 
the district and later as principal of the Theodore Roosevelt School from 
1970 to the present. This study will describe how a Black educator 
supported changes to make an elementary school productive and effective 
for all students. 
Because of the injustices of life namely poverty, economics, 
unemployment, racism, apathy, fear, and a host of other variables, 
residents of the village of Roosevelt have not experienced the suburban 
dreams so widely shared in Nassau County. Roosevelt represents a story 
more typical of inner city schools because Roosevelt is a microcosm of 
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urban areas across America. The students and their families have 
sought a middle-class life style, but the impacts of racism have 
closed many of those avenues. Education and jobs have fallen 
short of their hopes, and the community and its schools have become a 
locus for minority families in the metropolitan New York area. 
Limitations 
This study also has several limitations and biases. Because 
each school has its unique needs that are in constant flux, the history 
of one school cannot foretell that of another. Successful procedures 
for Roosevelt are not necessarily appropriate in different settings. 
Anyone writing about their own work has a vested interest and 
belief in those achievements. This researcher has continually sought 
to verify personal impressions and recollections by checking school 
records, newspaper accounts, test scores, census data, and the views and 
memories of other participants. 
At the same time, strongly positive beliefs helped to overcome 
many obstacles. For example, an innovative mathematics program faced 
tremendous obstacles, untested methods and results, untried staff, 
and a host of other barriers. These obstacles could only be 
overcome if someone had a vested interest and/or strong belief in a 
particular project. 
Because urban schools have been so often described as deficient, 
a positive bias may counter other studies that consciously or uncon¬ 
sciously anticipate failure in schools serving low-income and minority 
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neighborhoods. The implicit burdens of racism in actual deprivation 
as well as blighted hopes should be kept in mind in these descriptions 
of particular programs, art demonstrations and fairs, a mathematics 
program, a Right to Read effort, student of the month, honor roll, 
banquet to salute student achievements, exercises to support 
and enhance our school using parents as important members of our 
school program, and other programs to promote a positive school 
environment. 
What worked in schools for the benefit of students was not easily 
established. There is no particular recipe for doing what comes first, 
second, or so forth in order to bring change and success to a school. 
We do not seek a formula per se, but a process or pattern for generating 
a positive school climate. There are a variety of methods and techniques 
for responding to typical problems or stumbling blocks. 
David Tyack and Elizabeth Hansot in their book Managers of Virtue 
stated: 
In recent years scholars have discovered some home truths 
forgotten by eager reformers who wished to impose curricular 
changes, new teaching strategies, and modes of accountability 
from the top down. They have found that schools are not 
computer consoles replete with buttons for top administrators 
to push. Increasingly, researchers like Michael Rutter, John 
Goodlad, and Ronald Edmonds have gone beyond asking why 
programs fail. They have investigated why some schools, 
even in tough neighborhoods, work well. From such studies 
of success, not pathology, it has become apparent that what 
counts most in the academic and social learning of children 
is what happens in their classrooms and in their particular 
schools. The principal, the students, the teachers, and . 
parents and others must share the sense of being a community 
of instructors and learners working toward definite goals 
with clear but cooperative leadership and high expectations. 
12 
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Significance 
This study will provide a "reality check" for Black educators 
who are increasing in number and importance in Northern urban areas. 
It will illuminate with details what practical steps were required to 
create a coherent, effective school. It describes activities that can be 
adjusted to meet similar needs in other schools. The Black schools in 
many instances were viewed by the residents of the community on one hand 
as nothing more or less than the ghetto in microcosm. Usually in 
minority areas one sees poor housing, little commerce, abandoned or 
boarded up homes, unemployment, and other signs of decay and stagnation. 
The background and experience of this educator indicates that 
Black people in White America are suffering from learned racism. Many 
times Black educators take over schools with a demand to increase 
student achievement to national norms despite the fact that resources, 
level of students' background and preparation have been retarded by 
racism. Housing, employment and media images of Blacks have been 
inadequate in order to keep Blacks from getting what any other American 
has as a social legacy. 
Black schools particularly in poverty areas need to struggle 
to obtain high student achievement. Principals lacking the interest or 
energy for this struggle, or who fear it will not be won, have a 
convenient excuse for poor performance. Research findings strongly 
indicate that good schools are usually led by strong principals, but 
principals are not magicians. They cannot reach into their bag of 
tricks and bring about instant reforms to improve achievement and 
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learning environments. Time and continual attention are necessary. 
Chapter Outline 
Each chapter will discuss elementary school leadership from a 
Black principal's vantage point. Thirty years experience as a teacher 
and administrator has confirmed a strong commitment to inproving schools 
serving low-income and minority neighborhoods. This study compares that 
experience with the literature on a principal's leadership in creating 
effective schools, limited by the author's perspective, but it also tells 
a rare story of reasonable success. 
Chapter II concentrates on what research has to say about 
effective school principals. It describes the aptitudes and leader¬ 
ship styles, implementations and patterns used in particular schools in 
order to produce a productive learning environment for students. 
Chapter III describes Roosevelt, its demographic changes, its 
economy and community organizations. The school district is described 
with particular attention to the Theodore Roosevelt School, the integra¬ 
tion plans of the district, and the teacher strike of 1972. 
Chapter IV presents a largely autobiographical account in order 
to show the influences shaping an elementary school principal with a set 
of beliefs about racism and the potential of schooling. 
Chapter V concentrates on the author's principalship from 1970 to 
the present. It discusses the strategies used in order to promote a 
positive school environment. 
Chapter VI compares and contrasts what the literature concludes 
1R 
about effective school leadership with the author's experiences in the 
Theodore Roosevelt School since 1970. 
CHAPTER II 
STUDIES OF EFFECTIVE ELEMENTARY PRINCIPALS 
Elementary school principals face incredibly complex and diverse 
roles with little shared understandings about the goals and purposes of 
leadership. Efforts to describe the principal's responsibilites have 
not even agreed on the central tensions, dilemmas and skills required for 
leadership. While more educational reformers insist that strong, 
positive leadership is crucial, they cannot agree on the qualities, 
techniques and styles of school managers. 
According to a standard text on school administration, the 
principal's responsibilities fall into five major categories as follows: 
1) Developing and implementing the educational program 
The role of the principal under this category is to structure the 
school in such a manner that there are clear cut roles and 
responsibilities for support staff in developing a curricular emphasis 
for the school. With the curriculum established, then an emphasis on 
staff development and support for school programs is clarified. The 
principal and his/her immediate cabinet secure the necessary resources 
and factors to properly supervise the entire instructional program. 
2) Instructional staff development 
This category is very critical for any principal hoping to 
create an effective school. Staff selection, training, placement, 
management, and on-going staff development is important for developing 
a code or school ethos or modus operandi. The principal's awareness 
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and adaptability to the varied situations that occur in a school from day 
to day is essential in gaining support from the staff. Principals 
are called on each day to make spot decisions that can have 
positive or negative responses from teachers. Principals have to be 
able to communicate to teachers effectively, maybe not always 
convincingly, why they made certain decisions. Whatever the principal 
decides to do will have an impact on the overall climate and tone of the 
school. 
3) School community relationship 
The school leader must serve as a liaison from his/her school 
to the community at large. Effective principals constantly involve 
community residents. Parents, community residents and other school 
clientele will have a vested interest in the schools when they are kept 
abreast of school programs, developments, and needs. Community becomes 
a part of the school when they have a part in making the school a 
better place for children. 
4) Supportive services and programs 
An effective school leader uses all the available resources to 
help his/her school maintain a high efficiency of operation. When 
there is a need for corrective maintenance, able principals know who to 
contact or where to get the necessary materials to alleviate the 
problems. Many times when a principal cannot bring the proper pressure 
to bear to remedy a problem a breakdown in morale or tone of the school 
is caused. Principals at times can bring added financial programs 
to the school by presenting programs and needs to central office 
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personnel in order to help them see the interest and leadership 
developed at the school so they in turn are more apt to be financially 
supportive to the school. Good school management in the area of 
health and food services many times makes it easier for good 
principals to get support for these services. 
5) Relation of the school to the system 
Principals have to take into account the many other factors 
that make their role as school leaders almost impossible to adequately 
perform. School board policies and labor representatives in the school 
see to it that the principal does not violate the contract. The 
principal has to be able to effectively articulate the philosophy and 
code of behavior to parents and students. There are times the 
principal must use his/her key staff members efficiently and 
effectively to diffuse dissention among the staff. 
There is no way any principal can fully fill all the listed 
categories. Role expectations are very complicated. The principal 
does, however, try to organize, support, and articulate the school 
objectives in order to gain the support that will make his/her school 
1 
effective for all. 
Principals also are expected to possess certain management 
competencies. Theodore Reller's Educational Administration in 
Metropolitan Areas concluded that administrators need the following 
competencies: 
1) Ability to function effectively in a situation marked by 
vagueness, by lack of sharply defined (detailed) statements 
of responsibilities, by change in roles of various parties. 
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n^1jtY -° ln °on£llot situations, to plan and guide 
needed tension. Bargaining and negotiation skills appear 
GSSGriLldl • • • | 
3) Ability to work effectively with groups of various types— 
social, economic, racial, political—moderate and extreme. . , 
4) He must understand and accept the values, feelings, 
frustrations, and demands of a wide range of citizens and staff 
members, and he must accept them not necessarily as just or 
sound but as part of the scene and therefore to be considered 
m any confrontation or development of plans. 
5) He must be able to formulate his own values and commitments 
and to reexamine them not to become a weathervane, but to 
insure satisfying, defensible bases for action. 
6) He must have the ability to work in a situation in which 
clear-cut solutions" are difficult and accountability will 
remain an extremely difficult problem. . . . 
7) He must be able to select personnel of diverse views and 
competencies and to organize them into a cohesive, growing, 
effective team without dominating them. . . . 
8) He must lead in the modification of the administrative 
structure and processes to insure openness and growth and 
enough stability to provide essential security for effective 
action. 
9) He must plan for securing and utilizing the masses of data 
required to attempt to understand and guide an institution 
in change. These data need to be collected from various 
sources, evaluated with reference to philosophical positions, 
and employed in formulating development strategies. 
The educational administrator in the metropolitan area, of 
course, needs knowledge and skills other than the managerial. 
To function in the broad fields of education and schools, he 
will need understanding and knowledge of the special 
characteristics of these fields.2 
In his study Run School Run, Roland Barth described his eight 
years as an elementary school administrator. He found the central 
dilemma resolved around issues of uniformity and diversity: 
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Schools are especially vulnerable to the dilerrma. They are 
expected to respect individual differences on one hand and 
maintain standards and develop specified skills and 
competencies on the other. They are criticized for bland 
even blind uniformity—for their tendency to sacrifice 
individual expression to institutional norms—yet at the 
same time are attacked for their permissiveness and failure 
to teach the basics and respect for adult authority.3 
Barth identified several causes of uniformity. Disagreements 
among staff are reduced when everyone has the same classroom and 
curriculum. A standard curriculum can be easily described and defended 
to outsiders. The age related grades in school seem to fit a uniform 
scope and sequence of formal curriculum, including commercial tests. 
A standardized curriculum can aim to meet requirements on rational 
achievement tests. Bureaucratic convenience and collectively bargained 
contracts encourage uniform procedures and policies for staff. 
Barth also identified outside forces encouraging diverse 
programs within schools. A well qualified teaching staff, 
backed by a strong contract wants to exercise professional autonomy. 
Increasingly parents demand that schools meet the individual needs of 
their children. Students bring diverse interests, skills, readiness, 
and motivation to the classroom. If they are to learn a standard 
curriculum, then different approaches and individualized instruction 
will have to be used. Finally Barth noted, 
School principals, like others pride themselves on their 
individuality and attempt to place a unique stamp on the 
learning environment in accordance with their particular— 
and idiosyncratic—values and needs.^ 
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Principals, School Change and Effective Schools 
Although the skills and management techniques for elementary 
principals became so complex that no one could structure a coherent 
training program for building administrators (except for internships 
and on the job experiences), a range of recent school studies emphasized 
the critical importance of a strong and positive leadership for change 
and for effective schools. At least indirectly, these studies shifted 
attention away from management techniques and bureaucratic procedures to 
stress broad sociological views of schools and of the principal as staff 
leader. 
As Seymour Sarason cogently argued, states and now school 
districts demand that there be a change and the principal be 
central to this change: 
Particularly in our urban centers where schools have become a 
battle ground involving community groups, city, state, and 
federal government, teacher unions, and student groups—and 
where the rate of proposals of change has to be reckoned with 
in terms of weeks rather than months and years—the "leader" 
of the school would seem to be a good starting point.5 
There is a dilemma facing principals as they try to exert their 
leadership in schools. The many varied roles the principals fill in 
schools today were not the ideal roles they conceived when they first 
assumed the position. Many times principals assumed the position feeling 
they could make changes by influence, strategies, or style they 
bring to the position. Sarason noted: 
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The dilemma begins when the principal realizes that worn, 
ineffprt^ ,from guaranteeing intended outcomes, may be 
ineffectual and even produce the opposite of what is 
ofideas f*echanaeiUty ** reslstance to his recordations 
or ideas for change is encountered (e.q. with a tearhpr\ 
principai feels there is one of two amative “of' 
response: assert authority or withdraw from the fury The 
SLrTT °E elther resp°nse is to widen tte ps^ho- 
iwolvii? <? m°reaSe the feelin9 o£ Eolation of those 
Principals have to work with staff, students and community 
representatives who do not have background experience or expertise in 
leadership roles. Many times principals cannot directly impose 
decisions on others because their professional expertise has to be 
relied on. Again Sarason points out: 
The consequences of this interaction is that the principal is 
constantly wrestling with the problem of leadership with the 
feeling, which increases in strength over time, that the 
battle is being lost, that the individual is not the leader 
he or she expected to be, or would like to be, or that others 
expect him or her to be.7 
Principals as school leaders hope to have staff members 
buy into changes that could improve the school. If principals are to 
lead effectively then the changes they consider necessary should be a 
collaborative effort involving those who will be affected by the change. 
Outside mandates or innovations seldom produce their intended effects. 
But sharing power with staff and others seems to dilute the capacity 
of the principal to assert leadership. 
When not in favor of the proposed change, the dilemma may be 
simultaneously increased and decreased: increased because the principal 
must do something he or she does not favor, and decreased because he or 
she does not personally feel responsible for the changes and can be so 
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represented to others in the school who are also affected by the change.8 
The principal s role cannot be legitimatized or categorized as 
a step by step formula to successful leadership. With the increasing 
demands of the variety of services the principal must render, be 
knowledgeable, and have expertise in, no principal can adequately 
lead in all areas for everyone. The principal's preparational background 
in many instances does impede his/her leadership ability in the varied 
situations he/she is asked to direct. 
Ron Edmonds strongly noted one of the five correlates of an 
effective school is that: 
The principal as instructional leader demonstrates strong 
leadership and participation in the classroom instructional 
program are critical to school success. Schools and school 
leadership do make a difference—there are tangible and 
indispensable characteristics of effective schools 
attributable to leadership.^ 
In their review of effective schools studies, Purkey and Smith 
emphasized the importance of the principal and key staff leaders in 
creating a positive school atmosphere conducive to positive students' 
10 
achievement and motivation. The principal is responsible for making 
the decisions and changes that will help the school to achieve and 
function more effectively. A wise principal will surround herself/ 
himself with able staff leaders to help in running the school. Goodlad 
compared a school to a ship. He stated: 
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The ship is not alone on an unchartered sea, cut off from 
supplies and communication. But neither are decisions for 
the welfare of those on the ship the prerogative of 
persons in the hub or in charge of other ships. The 
principal is the captain with full authority and responsi¬ 
bility for the ship. But if reasonably wise and prepared 
for the post, he or she will make them in the company and 
with the counsel of others. 
Some literature on the subject suggests that a good principal, 
as far as teachers are concerned, is himself or herself a strong, 
12 
autonomous person who treats the staff as professionally independent. 
Goodlad added: 
Correspondingly, we found that principals of the schools 
perceived by teachers to be "more satisfying" were more 
likely to perceive their teaching staff as competent 
professionals than were the principals of the "less 
satisfying" schools. 13 
Studies of Successful Urban Schools 
In 1980, Phi Delta Kappan published a series of studies of 
exceptional urban elementary schools. According to the summary from 
14 
eight case studies, "the building principal does make a difference." 
Each successful principal exhibited certain characteristics. The 
principal participated in the decision-making. "In each case, the 
principal provided some form of staff input on decisions affecting 
15 
the staff." This study clearly identified the various in-school and 
out-of-school groups that shared in decision making processes and how 
they influenced a positive school atmosphere and one of school ownership 
by the participants. 
Another factor identified in this case study was one of staff 
selection by the school leader. Unfortunately, few principals can 
2R 
select their own staff 
picked in each school. 
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who selected them." 
The study cited that, "the staff was hand- 
Staff members were usually loyal to the person 
Presumably, a selected staff knew about the goals 
of the school and shared the same philosophy and goals. 
An important factor that is noted in this case study is the 
personal and professional characteristics. "Personal characteristics 
identified among the principals in these successful schools included 
u • 17 
empathy, interest, concern, and being action oriented." Also, each 
local team emphasized high expectation as a positive factor in raising 
18 
achievement.' Again, "the principal. . . was the key person in 
stressing high expectations. He/she set the tone of the school. In all 
19 
cases, principals were outcome oriented." As the leaders of the 
school community, principals demonstrated and supported positive 
goals and philosophies for their school. 
Many good schools ascribe to a set code of discipline for all 
school people to follow. They convey an atmosphere of orderliness and 
organization. Several schools stressed a firm discipline policy that 
included student self-discipline. In each case, the principal was 
20 
visible in the halls, classrooms, multipurpose rooms and cafeteria. 
Finally, the study noted the perception of how the principal 
viewed his/her role: 
Role expectation involves both how one perceives oneself 
as the principal and how others perceive the role of the 
principal. While school district policy set general 
expectation for the principal's role, what the principal 
perceives his/her role to be is actually what it is.^1 
In conclusion, the Phi Delta Kappan studies indicated that the 
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principal was a key factor in setting expectations, motivation, plans, 
monitors, and manipulating both external and internal political forces 
and that in the developing of successful schools, principals participated 
in decision making, staff selection, performance, demonstrated profess¬ 
ional personal characteristics and exhibited identifiable role 
. 22 
expectations. 
Styles of Leadership 
In 1980, Arthur Blumberg and William Greenfield published 
ethnographic studies of outstanding school leaders. They found quite 
distinctive leadership styles which were: "The Organizer, Value Based 
Juggler, Authentic Helper, Broker, Humanist, Catalyst, Rationalist, and 
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the Politician." Principals are critical to the positive operation 
of their schools, but they are not everything that makes the school run. 
Overall the operation of the school is much more complicated. The effect 
of the principal's role is more complex and interrelating factors 
determine how they react in certain situations. Blumberg pointed out: 
The principalship portrayed in the observations reported here 
is of a highly ambiguous and normative character, mediated 
primarily through face-to-face interpersonal interaction 
between the principal and other participants in the school 
situation. They were also inquiring individuals in the sense 
that, although their perspectives were different, it was 
critical to their effectiveness to keep themselves informed 
of and responsive to the work world demands characterizing 
their particular school's situation. 24 
Given the complexities of the position the principal occupies in the 
school, it is very difficult for them to clearly articulate the many 
functions they perform or why they made a decision in a particular 
situation, but many do perform effectively in their role as educational 
30 
leaders. 
In the great dilemma today our nation's schools are constantly 
being attacked negatively for a myriad of reasons, including violence in 
the school, poor student attendance and achievement, and the dropout rate 
to name a few. The public wants answers to these questions and 
invariably they go to the principal. There has been a large amount of 
research on effective schools led by effective principals. "One of the 
most tangible and indispensable characteristics of effective schools is 
strong administrative leadership, without which the disparate elements 
25 
of good schooling can neither be brought together nor kept together." 
Principals are also expected to be instructional leaders. 
According to Martin and Willower, 
Perhaps the most widely heralded role of the principal is 
that of instructional leader, which conjures up images of a 
task routine dominated by the generation of innovative 
curricula and novel teaching strategies. The principal in 
the study spent 17.4 percent of their time on instructional 
matters. . . the majority of the routine education of 
youngsters that occurred in the schools was clearly the 
province of the teaching staff.^ 
The principal's role in instructional management can be 
illustrated in Figure 2.1 as presented by David C. Dwyer, Bruce G. 
Barnett and Ginny V. Lee in "The School Principal Scapegoat or the Last 
27 
Great Hope." The complexity of the entire system means that principals 
can seldom devote consecutive time on one issue. Instead, their 
interactions with others must keep dozens of other factors, other 
stakeholders, other goals, and other strategies in mind. A singleminded 
focus on one resource or goal would misdirect or disrupt the overall 
pattern. 
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Thomas Sergiovanni in his writing on leadership stressed the 
basis for cultural leadership that enhances the corroborative efforts 
and style of the leader to those who are to be led. He noted in his 
comprehensive view of cultural leadership that: 
Where management schemes fail to link together people and 
events in a way that provides for successful schooling, the 
leader values are able to band people together in a common 
cause. Frcm an educational point of view, teaching and 
learning unfold best when teachers are free to make decisions 
that are important to them. 16 
He also added that "cultural leadership does not work if only some 
29 
aspects are emphasized but not others." 
Black School Leadership 
Black school leaders' role in directing their school toward 
greater achievements for students carries with it the extra burden of 
making school a positive reality to minority students. Decay, hope¬ 
lessness, slums, bad schools, poor and unstimulating teachers, and the 
whole gamut of images symbolizing failure are what minority children are 
usually exposed to. 
It is necessary and important in this study to highlight factors 
that both impede and help to enhance Black educational leaders' 
quest for productive schools. In the early move to educate 
Blacks in the United States, Booker T. Washington and W.E.B. DuBois were 
at times adversaries on how best to accomplish this feat. DuBois 
wrote: 
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I would not deny, or for a moment seem to deny, the paramount 
necessity of teaching the Negro to work, and to work steadily 
and skillfully; or seem to depreciate in the slightest degree 
the important part industrial schools must play in the 
accomplishment of these ends, but I do say, and insist upon 
it, that it is industrialism drunk with its vision of success, 
to imagine that its own work can be accomplished without 
providing for the training of broadly cultured men and women 
to teach its own^teachers, and to teach the teachers of the 
public schools. 30 
DuBois was an early advocate of properly educating Blacks so they could 
have a broader involvement in the overall social picture of America. 
Carleton Magee related Black education to the history of Black- 
White relations in New York State and in particular to the state's 
Black history: 
In the administration of public schools, the trend away from 
segregation proceeded only at a crawl. In the nineteenth 
century there had been many Black principals scattered 
throughout the state in Black separate schools. In the late 
nineteenth and early twentieth centuries, as the legally 
separated Black schools faded away, hardly any Blacks were 
appointed principal in the racially mixed public schools. 
The next Black principal known to have been appointed to 
a legally mixed public school was Gertrude Ayer. She was 
appointed in 1934 to a predominantly Black school in Harlem. 
Black communities through the efforts and energies of Black 
school leaders must join together in supporting the schools. James 
Conant in Slums and Suburbs stated: 
The nature of the community largely determines what goes on 
in the school. Therefore to attempt to divorce the school 
from the community is to engage in unrealistic thinking, 
which might lead to policies that could wreck havoc with 
the school and the lives of children. The community and the 
school are inseparable. 22 
In many instances the Black educational leader is crucial 
in a forgotten community devoid of help or a vision for its 
children. Literature and research is overwhelming in identifying and 
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describing how racism in its thinking and action have created the 
33 
dilemma that Black educators face. 
In order to understand the complexity and political nature of 
leadership by Black school principals, carefully detailed account is 
reguired. The setting, the school, time, unions, curriculum, inventory, 
supervision, evaluation, other functions and luck are all factors that 
play a role in effecting success of a school. Atron Gentry stated: 
The innovative urban school administrator should understand the 
potential for change in such factors as teacher training, 
integration. More importantly he must have the courage and the 
political sensitivity to estimate which combination of these 
measures will prove most effective, given the circumstances in 
a particular city. What works in Cleveland may fail in Dayton.^4 
CHAPTER III 
Roosevelt: A Community in Transition 
Roosevelt, New York, is a one-square mile community located in 
the southwestern section of Nassau County, Long Island, between Freeport 
and Hempstead. An unincorporated area of approximately 14,109 inhabi¬ 
tants, it is part of the Town of Hempstead and does not have its own 
local government, health agencies, social agencies, sanitation depart¬ 
ment or police department. Roosevelt does have a public school system 
serving approximately 4,000 students. 
In 1987, Roosevelt is racially isolated as a Black community. 
Its public school students are 98 percent Black. Also, according to 
statistics provided by the New York State Education Department, 55 
percent of families earn less than poverty levels. From 1960-1980 
Roosevelt experienced great demographic changes. In 1960, the population 
in Roosevelt was approximately 80 percent White and 17 percent Black. 
1 
Within two decades those figures had more than reversed. (See Figure 
3.1) That transformation demonstrated the hopes for upward mobility for 
the Black residents as well as the White fears and racism occuring 
on the urban fringes of America. 
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FIGURE 3.1 
COMMUNITY PROFILE OF 
ROOSEVELT, 1980 
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Between 1970 and 1980 Roosevelt's population shift had slowed, 
but the trends continued. Furthermore, total population dropped about 
2 
1,000. (See Table 1) 
TABLE 1 
Community Profile of Roosevelt (Population) 
1970 Census 1980 Census 
Black 10,135 Black 12,516 
White 4,730 White 1,259 
Indian 35 Indian 44 
Other ethnic 200 Other ethnic 290 
Total 15,100 Total 14,109 
Economic Background 
Community surveys undertaken by the Nassau County Planning 
Commission and the Nassau County Office of Economic Opportunity have 
indicated that restrictive and discriminatory residential patterns 
elsewhere in Nassau County have encouraged housing abuses in the 
Roosevelt School District-such abuses as illegal multiple dwellings, 
excessive rents, and inadequate housing facilities because of a lack of 
housing regulation enforcement in the Town of Hempstead. ^As many as ten 
children can be found living in a single family dwelling. 
Officials in Nassau County and New York State have indicated 
that the Roosevelt community Is a microcosm of problems evident in large 
urban areas. Yet unlike the cities, Roosevelt does not have the 
business, industrial, financial, or educational resources necessary to 
help subsidize the community's needs. Lacking large industries, it had 
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a few small business establishments located along the main street of the 
village prior to the construction of a shopping mall 1985. There were 
many bankrupt, boarded up stores along the main street. 
Roosevelt's population ranges fran poverty level to upper-middle 
class. Figure 3.2 depicts the median family incane in Roosevelt. 
FIGURE 3.2 
Roosevelt Cannunity—Median Family Incane—1960 to 1980 
I960 to 1980 
1970 $11122. 
1980 $22125. 
39 
With one of the highest property tax rates in Nassau County, 
Roosevelt has one of the lowest market values of property wealth per 
pupil in the county. In spite of these limitations and burdens, the 
parents in the Roosevelt community have approved all of the district's 
budgets in the past ten years. 
The New York State Education Department estimated that the 
district serviced 2700 AFDC students (as they relate to school district 
eligibility in determining the National Defense Student Loan Program). 
There are approximately 300 foster children in the district who are 
boarded out to families in the community by New York City and Nassau 
5 
County social agencies. Many of these children need remedial reading, 
writing and mathematics instructional services. 
1965 Community Action Plan Survey 
In the spring of 1965 Roosevelt community leaders, realizing the 
economic and educational problems ahead of them, surveyed conditions. 
They used five basic approaches to determine the needs of the Roosevelt 
community. They studied statistics supplied by the Nassau Planning 
Commission. Agencies and professional personnel servicing Roosevelt were 
interviewed, and detailed questionnaires were sent to every organization 
and church in Roosevelt. Residential surveys were distributed to every 
home within the poverty area. Finally, informal discussions were held 
with a broad cross section of the community's residents. 
Roosevelt ranked 91 out of 94 communities in Nassau County 
in median family income and 29 percent of the population earned under 
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$5,000. That 29 percent figure was based on the 1960 official census, 
and by 1965 that figure had increased considerably to almost 40 percent 
Less than 2 percent of the community's families earned more than 
$20,000 annually. The needs were great and the economic resources 
within the community were severely limited. 
Table 2 shows Roosevelt's rank among Nassau County's 94 
communities. 
TABLE 1 
Economic Ranking of Nassau County Communities 
Roosevelt Category 
Rank in Nassau County's 
94 Communities from 
Lowest 
Median family inccme 
(rank from lowest) 
% families with income under 
% persons on welfare 
% population on ADC 
% labor force unemployed 
4 
$3,000 3 
1 
1 
2 
The percentage of the non-White population of Roosevelt in 1960 
was 17.7 percent and at that time Roosevelt had the fourth highest 
percentage of non-White population in Nassau County. In 1966 (based on 
the 1965 school census) this increased to 40 percent or more. In 
addition, the student body in the school system was almost 50 percent 
non-White, and racial turnover continued at an accelerated pace. As a 
result, there was an extremely high rate of population turnover in the 
formerly all-White areas. Likewise, the poverty area had a transient 
population. According to the 1965 community survey, almost one-third 
41 
of the families in Roosevelt had lived in the community less than five 
years. By 1965 housing patterns had begun to change. Out of 3,577 
units in Roosevelt only 364 were Black owned, but rental units were 
increasing, and slightly over 300 units were declared deteriorating or 
dilapidated. It was extremely difficult to correct housing abuses (e.g. 
illegal multiple dwellings, excessive rent, inadequate facilities) 
because there is no local government. Many of the people surveyed in 
1965 felt that the areas of education, job training, and vocational 
counseling of the unemployed were important programs needed in the 
community. Many of the working mothers in the community felt that the 
establishment of prekindergarten and day care centers were a vital 
necessity. 
Education ranked highest in the residential survey category of 
"areas of greatest concern." Fifteen hundred thirty six adults stated 
that their education did not adequately prepare them for employment, and 
1,068 adults said they were interested in participating in basic courses 
in reading, writing and arithmetic. Table 3 shows Roosevelt's 
8 
rank in Nassau County in the area of education. 
TABLE 3 
Educational Status of Roosevelt Community 
Rank in Nassau County's 94 
Roosevelt Category Communities from Lowest 
Median number of years of schooling 
completed (10.8) ^ 
Percent of college graduates (6.2%) 4 
Percent of adults with less than high 
school education (15%) 
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The inability of the community to pay for its educational needs 
was evidenced by the fact that one-fourth of the elementary school 
children attended schools that were approximately fifty years old, and 
the community had not obtained funds for new schools. Classes were held 
in local churches. Community library facilities were rated as 
inadequate by the State Library Association. Teachers' pay scale was 
and still is among the lowest in Nassau County. 
Health statistics also indicated dificiencies. Roosevelt ranked 
highest in Nassau County in reported cases of early syphilis and ranked 
second in tuberculosis cases. Extensive interviews with local physicians 
and dentists corroborated high incidences of disease. In addition, 
there was an increasing number of illegitimate births and an increasing 
number of narcotics users among teenagers. There was a high rate of 
venereal disease, especially gonorrhea. The need for preventive measures 
in dental and vision care was evident. Education of the public was 
needed in the areas of family living, proper nutrition, sex education, 
physical and mental hygiene. 
Economic Difficulties 
Many factors in Roosevelt have interacted and created a 
situation in which there was community disorganization and a dearth of 
economic and human resources. As the problems increased, the ability of 
the community to cope with them decreased. The resulting situation 
necessitated immediate and massive assistance from outside sources to 
break this cycle. As of 1966, the other poverty areas in Nassau County 
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(e.g. Five Towns* Long Beach* Great Neck* and Glen Cove) had poverty in 
the midst of affluence. The economic* human and potential resources 
within the local communities were able* to a large extent, to assist the 
povery stricken sections of the town. They were also able to provide the 
initial impetus for establishing leadership among the poor. 
Any small community has difficulty in identifying leaders who can 
compete with larger communities in seeking support for educational and 
other community programs. Roosevelt lacked a substantial affluent 
or educated class from which to draw. The community also had no large 
industry to absorb part of the tax burden. The economic resources were 
negligible and the human resources severely limited. 
Apathy further compounded Roosevelt's problem. Roosevelt's small 
size has meant that community leadership rests with a handful of local 
leaders. Roosevelt's disorganization, including the lack of social 
service agencies, created a feeling of defeatism and apathy. The tools 
necessary to get help had not been developed. The structure of local 
government and the channels which it provides were also not available in 
Roosevelt. 
Increased population instability intensified Roosevelt's 
problems. Racial turnover produced many conflict situations which 
drained energy and cohesion from attacking the problems of the impover¬ 
ished. Part of the town's established leadership had moved away. Many 
of those remaining devoted their time to maintaining those established 
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organizations which suffered because of the dwindling pool of persons and 
money. People moving into the community were, for the most part, unable 
to fill the places of those who had left. They lacked strong identifi¬ 
cation with the community, did not understand the history and dynamics of 
local politics, and had to overcome the forces of racism in their own 
lives. After, Roosevelt became a dumping ground for welfare families by 
county or Hempstead officials. In order to improve schools, educators 
needed these families to become involved in community problems and their 
solutions. 
No other community in Nassau County had the unique combination 
of problems that Roosevelt presented. It was a community located in a 
suburban setting outside of a large metropolitan area, and yet it 
» 
displayed the characteristics of an inner city ghetto. It was, 
therefore, necessary to initiate a bold, imaginative approach to help 
the community help itself. 
School District 
The public schools are the predominant public agency in 
Roosevelt. No other enterprise deals with as much money, attention, and 
concern as do the schools simply because of the cost involved in the 
operation. In 1977, the budget requested was $12,000,000. Ten years 
later it had grown to $21,000,000 for the school year. 
Roosevelt's public schools provide a variety of educational 
opportunities for all students. At the elementary level, New York State 
mandates a specific curriculum in the areas of music, art, drama, and 
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physical activities, as well as instruction in the academic areas, 
especially reading and math. The mandated curriculum is designed to 
help students develop knowledge, skills, athletic fitness, and rhythmic 
understanding. Educators, as well as parents, hoped the convergence and 
emphasis in those areas would help students achieve. The district 
scores on State tests from 1976 through 1985 have shown that 
skills in the area of math and reading in the elementary schools have 
9 
risen in most instances. 
White population declined by 75 percent between 1975 and 1980 
in Roosevelt. Black popoulation went up 20 percent as shown in Table 
10 
4. Table 4 summarizes the change. 
TABLE 4 
District Census Report Information (Student Population) 
1975 Census 1980 Census 
Black 4,330 Black 3,531 
White 70 White 23 
Spanish surname 111 Spanish surname 72 
Other 2 Other 1 
4,513 3,609 
There is ample documented evidence to indicate that racially and 
economically isolated children in the public schools are undereducated 
or poorly educated and find it almost impossible to improve their 
economic, social and political standing as adults in the community and in 
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our society. Many adverse educational effects have been created by the 
isolation of minority groups in school districts. Schools must provide 
a common background toward a common purpose which is education of all 
children. Well-educated children provide continuity within a community 
and become real and symbolic proof that success is possible for each 
person. In short, schools in Roosevelt are reverse images of the wider 
surrounding community. 
The population is highly mobile. This factor impacts 
heavily on the enrollment of the school and on teachers who must adjust 
to new students throughout the year. Continuity in the teaching domain 
is difficult to maintain because daily attendance is not consistent. 
Some students are transient and, therefore, are not permanent partici¬ 
pants in any long-range objectives established by the teachers. Many of 
the students need tutorial services which are offered to fill the 
gap of missed learning sequences necessary for steady educational 
progress as measured by end-of-the-year testing programs. There is no 
consistent year-to-year growth in the achievement test scores. Transient 
students have characteristics that are usually counterproductive to 
successful functioning in school. This condition seriously affects the 
district's ability to serve these children adequately. 
Changes in Roosevelt, 1960-1973 
School Integration Plan 
In the 1960s and 1970s Roosevelt had a total school population 
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of about 4,460 students. In the sixties various areas in Roosevelt were 
either all White or all Black. The southeast corner, in which Theodore 
Roosevelt School is located, housed the largest percentage of Black 
families. It was considered a racial ghetto with many transient 
families living there. The southwest area, in the 1960s, was largely 
White in population. The northwest and northeast was formerly an 
exclusively upper middle class, totally White area. The northeast area 
was and is still called the Haush Manor sector of Roosevelt. All the 
areas in Roosevelt in the early sixties had pockets of various degrees 
of economically, socially, and educationally deprived families except 
the northwest and Haush Manor sectors. 
On June 14, 1963, James B. Allen, Commissioner of Education 
in New York State, communicated to all chief local school 
administrators and boards of education regarding racial imbalance in 
schools. The New York State Department of Education asserted that 
racial imbalance existing in the school in which the enrollment was 
wholly or predominantly non-White interfered with the achievement of a 
quality education for students. Commissioner Allen further demanded 
that racial imbalance, therefore, be eliminated from the schools in New 
York State and that corrective action be taken in each community where 
racial imbalance existed. 
The Roosevelt Public Schools Board of Education, aware of 
the responsibility to produce a far-reaching, imaginative program 
developed the concept of an Educational Park. This proposal would house 
2000 elementary school children in a school located in an Educational 
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Park of fifteen to twenty-five acres. The construction cost of this 
park, estimated at between three minion and four and one-half million 
dollars, would have been financed by the State Department of Education, 
the Federal government and the Village of Roosevelt. This proposal 
was rejected by the community at a hearing because the families 
were financially unable to bear the cost. 
On February 28, 1966, the Board of Education of the 
Roosevelt School District adopted the Princeton Plan which became 
effective September 1, 1966. The plan approved by the Commissioner, 
identified grade levels the various schools would be responsible for 
housing in an attempt to create racial balance. (See appendixes A 
and B). 
The Theodore Roosevelt School housed all the six graders in the 
district plus all the special classes of the district. The racial 
balance in September of 1966 was 47 percent White students and 53 
12 
percent non-White students. The Princeton Plan served its purpose for 
only a few years because during that span of time many of the White 
families soon exited from Roosevelt. In their place, Black 
families came with some problems which were to have a great impact on the 
Roosevelt community. 
By 1972, the Roosevelt School District was over 90 percent Black. 
Many of the White residents, especially those with school age children, 
moved out. The White residents knew they could get exorbitant prices for 
their homes, especially when realtors provided the necessary incentives 
for blockbusting. This technique escalated White flight out of 
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Roosevelt. The Princeton Plan for meeting integration demands had become 
irrelevant; therefore, the elementary schools returned to the concept of 
neighborhood schools. 
Teacher Strike 
With all the problems facing the transitional situation in 
Roosevelt, the poor economic picture facing the educational leaders 
posed a foreboding dilemma. Members of the educational community 
had the unenviable reality of being the poorest paid in all of 
Nassau County. No other group of similar professionals had been 
denied acceptable increments or contractual improvements as the 
Roosevelt staff. The morale of the staff was low, the demands were 
high, and the district felt they were unable to match or meet the 
demands of teachers through their union. An increasing teacher 
militancy began to raise its head in the late sixties and early 
seventies. The low point in the district came when a teacher 
strike began on October 11, 1972. 
The Roosevelt teachers' strike had implications that carried 
far beyond the schools and the community. The teachers whose salaries 
were the lowest in Nassau County sought pay parity with other Long 
Island school districts, a demand the teachers felt was reasonable. 
The Roosevelt school officials stated that parity the teachers demanded 
would place an intolerable burden on the local taxpayers. 
The trouble was that Roosevelt did not have the economic resour¬ 
ces to provide equal teachers' salaries nor many of the other educational 
prerequisites that are taken for granted in some of Long Island's more 
so 
affluent school districts. The teacher and district confrontation came 
to a head when in late September of 1972 the Superintendent of Schools, 
James Galloway, alerted parents to the possibility of a teacher strike. 
Never before had the Roosevelt teachers become so militant or unified. 
Both sides labored long and aggressively to gain the support of 
the community for their cause. There were charges and countercharges as 
to who was at fault, but as usual, no one was willing to accept fully 
what the strike meant to the victims—the children. As the strike 
continued the real issues seemed to lose their significance. A polari¬ 
zation between the community and the teachers was evident. The strong 
demands of the teachers' union for their members to become fully united 
in the strike became a top priority. (See appendix C) 
The teacher strike created a significant problem for the 
plans and programs at the Theodore Roosevelt School. Many teachers, 
mostly the newer ones, crossed the picket lines and entered the building 
to teach. They were met each day by catcalls, threats, phone calls, and 
physical abuse because of the decision they made. Each day the strike 
lasted, it became more difficult to maintain any meaningful learning 
stability or environment. The teachers' union received outside support 
from several local teachers' unions and from the New York State Congress 
of Teachers. 
Salary was a major issue that triggered the longest teacher 
strike in Long Island up to that time. The teachers desired parity with 
the neighboring districts. The school board felt that the community 
could not meet the salary requests because the residents were already 
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taxed to the breaking point. Community parents stated, "irreparable 
damage had been inflicted on the educational system and especially on 
our students. We demand both sides accept binding arbitration 
immediately." The dilemma and frustration community residents felt is 
best described in Michael Harrington's The Other America, Poverty in 
13 - 
the United States. 
The strike became increasingly bitter as it dragged 
on because the board imposed the Taylor Law against the teachers and 
premised to fire and replace all striking teachers. Towards the end of 
the strike many teachers feared they would lose their jobs. The union 
wanted a good salary and no reprisal guarantee. 
The strike lasted twenty days, but throughout the schools 
remained open. As the days wore on more and more teachers joined the 
picket lines. The vast majority of teachers striking in the beginning 
were from the Junior-Senior High School. Later on they were joined by 
increasing numbers of elementary teachers. New teachers were hired; 
paraprofessionals, parents and older students from college and the high 
school also helped in staffing classrooms. During the strike student 
attendance was approximately fifty percent lower than usual. 
On November 11, 1972, the strike was settled. The strike 
greatly changed the entire educational makeup of the district. The 
district did not release the newly hired teachers. After school 
programs in remedial services were started for one hour daily. Teachers 
were paid extra to teach these classes. Some teachers were promoted in 
schools to serve as coordinators in the math and reading programs. Other 
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teachers were usecl to further pyn^nH i_i_ _ j . . _ 
turtner expand the educational program in such 
areas as foreign languages, art, typing, and industrial arts at the 
Junior-Senior High School. The teachers’ union became a force in the 
curriculum development process. Teachers had a right to help determine 
which programs, curricula and textbooks would be approved by the 
district. This added power was to become a huge hurdle for the 
Theodore Roosevelt School. 
The struggle for purposeful education for their children by 
community residents recalled the similar struggle waged by community 
parents during the teacher strike in New York City in the late 1960s. 
There, community residents exposed racism as a negative issue in the 
education of minority children. A1 Vann, a community activist and early 
advocate for quality schools serving minority students and president of 
the Afro-American Teachers Association of New York, quoted Lerone 
Bennett Jr. in Muhammed Speaks: 
He who controls images controls minds, and he who controls 
minds has little or nothing to fear from bodies. This is 
the reason why Black people are not educated or are mis- 
educated in America. The system could not exist if it 
did not multiply discrimination. It is no accident that 
there is a blackout on the Black man's contribution to 
Americn history. An educator in a system of oppression 
is either a revolutionary or an oppressor. The question of 
education for Black people in America is a question of life 
and death. It is a political question, a question of 
power. Struggle is a form of education. Perhaps the highest 
form. 
CHAPTER IV 
DEVELOPMENT OF A SCHOOL LEADER 
The Formative Years 
The writer was born in the Brownsville section of Brooklyn, New 
York, during the Great Depression. My background and early education 
significantly encouraged my desire to succeed, through self-discipline 
and a concern for schooling. Those factors helped me to survive and 
advance as a Black educator despite the forces of White racism in 
American society. 
All during my formative years my immediate family was very 
supportive. My parents were from the West Indies and I sensed a feeling 
of superiority as they compared themselves to American Blacks. I grew 
up in a world of positive thinking and family pride, where no smoking, 
drinking or cursing was part of the daily routine. My parents had a 
desire to become productive and successful, a trait they instilled in 
their children. We understood the value of work and how education could 
provide a means to steady employment. 
My father came to this country with a skill in carpentry. During 
the depression he found it difficult at first to get employment, so he 
rented a truck and sold vegetables from it throughout the neighborhood of 
East New York and Bedford-Stuyvesant in Brooklyn. He also delivered coal 
and ice throughout the same areas. My mother and father both received 
their early and only education in Guyana where they were born. From 
their early schooling and respect for education they were insistent that 
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their children learn the value of schooling at an early age. 
Each afternoon as we returned from school we recited the multi¬ 
plication table my father wrote on a blackboard he had constructed on a 
kitchen door. He also drilled us, on the same board, in writing and 
spelling correctly. While other kids ran home and began to put away 
things they had in school that day, my two brothers, sister and I had 
immediate recall and rehearsal of the school lessons. My mother carried 
on the extension of the school program when my father was working. We 
lived in a railroad flat in Brooklyn so it was not easy to run and hide 
in a different room. My parents could stay in one room and see us if we 
tried to escape to another room without doing our school work. 
i t 
With early guidance and my parents' constant supervision of 
our educational development, my sister, two brothers and I received 
support in our educational pursuits. My mother also became an active 
member of the parent's council where she was one of the few Black mothers 
in a largely White school. We had a neighborhood school policy and since 
there were only two Black houses on my block whereas around the corner 
was a block and a half of Black homes, we were vastly the minority of 
students at our school of over seven hundred students. 
I did not attend kindergarten, but began school in Grade 1. My 
mother was unable to obtain a birth certificate so that I could start 
school in September with the children my age, but finally did enroll me 
in late October of 1935. Having missed so much time due to my late 
entrance, I had to repeat one semester. That feeling of failure made 
such an impact on me that I, perhaps unconsciously, determined that I 
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would do everything in my power never to be so humiliated again. Part of 
that humiliation was a feeling of inferiority I had being one of only two 
Black children in the entire class. 
After that first year I progressed well in school. I became 
well-liked by my classmates and was elected to various positions in 
the class and school. I was a fast and avid reader and was usually 
reprimanded by my teacher for not staying with the class or not knowing 
where the class was when we had oral reading. I also was a very good 
speller and one year won an award as the second best speller in the 
school. The subjects that held my greatest interest were history and 
geography. Once I won an award for reciting and locating all the major 
capitals of the world. In the third and fourth grades I won a book and a 
watch respectively, for never being absent or late to school. Even today 
I can recite the names of my teachers in elementary school. My favorite 
teachers were in grades four, five and six. 
When I was a boy of about nine or ten, I had experienced a feeling 
of discrimination that shaped my attitudes toward education and 
economics. It was the custom in my community, which was heavily 
populated with orthodox and practicing Jewish people to do menial tasks 
such as tending the furnace and putting on and off lights in their homes 
after sundown each Friday and Saturday and during the high holy days of 
the year. I thought it was a good way to make a dollar and a half or 
two dollars for my labors. That is what you could get for a day and a 
half of work, and that is what I expected to get. 
At the end of the day, as I lifted up the linen on the dresser 
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to receive my wages, I saw only twenty-five cents. There I was, a nine 
or ten year old boy, and I did not know whether to take it or not. A 
White man had decided and I was in his house. I was afraid that if I did 
not take it he would say I was an uppity, smart "nigger." And if I did 
take it, I would feel dehumanized. 
I took that quarter, and that started me thinking about education 
and economics. I began to relate to some ideas of the economic system 
and how it worked. I also recognized that if I were to grow and become a 
productive person, I had to pursue and develop the educational avenues 
available to me. I was determined that I would not become another 
statistic of poverty and exploitation. 
Additionally, my early involvement and training in church molded 
my life towards future service. In Sunday school I enjoyed the Bible and 
I spoke at various youth groups and other services. I learned how one 
could endure and eventually overcome through the teachings of Jesus and 
the apostle Paul. That exposure to church readings and speaking in 
youth gatherings gave me the confidence that I could overcome any barrier 
in my path, and I could instill in others a sense of purpose and hope. 
Junior High and High School 
I entered Junior High School where the Black students were 
greatly in the minority, but where I competed on all levels of school 
life with my peers. I became one of the best athletes on my baseball 
team and was welcomed in many of my White friends' homes. During my 
Junior High School days I continued to do well in school and also became 
active in some of the school clubs. I attended a heavily White 
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populated school around the corner from my home. My brother ran for the 
office of president of the student government that passed judgment on 
students who were guilty of school infractions. I also became active in 
student government and similar programs. We had a great deal of support 
from the teachers and members of the student body. Because of my school 
average and involvement in activities, I gained entrance, along with 
other selected students, to a high school out of my neighborhood. This 
was not usually the policy. 
In 1946 I entered Franklin K. Lane High School in Brooklyn, 
another school where Blacks were few in number. While there I became 
involved in the programs and clubs offered. I became quite active and 
popular and was voted most pleasing personality and one most likely to 
succeed. All my teachers were White. There were some teachers who were 
prejudiced, but even knowing this did not deter me from being involved 
in my classes, clubs and with fellow students. 
While working one day during my senior year, in the year book 
office, one of the seniors asked what college I expected to attend. I 
had no answer because I intended to attend Delehanty Institute in Queens 
to study to become a police officer. After the conversation she said she 
would write to Brockport State Teachers College for an application for 
me. Shortly, I received an application from Brockport, filled it out, 
went for an interview at the Hotel New Yorker in Manhattan and was 
accepted for September, 1949. 
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College Years 
While a student teacher at Brockport, I had my first encounter 
as an observing student in a real classroom situation. I also 
encountered personal racism there while trying to follow the American 
promise and dream. 
Since I was the first Black male student to become an active 
student observer I sensed the feeling of the sponsor teacher as I 
observed and interchanged comments with her students. The students took 
to me and I to them, but the teacher was aloof and a bit critical of the 
students and me because we worked well together. She warned me that 
"You can never get too friendly with the students." I was a novelty to 
them in the role I played in their classroom. Unknowing to her I met the 
students after school many times and walked and talked to them, read to 
them and took them on nature trips around Brockport. 
During my student teaching in a nearby town of Holley, New York, 
I enjoyed similar relationships with Junior High School students. One of 
the male teachers became a mentor for me. He was popular in the school 
and our personalities and methods of working with children and situations 
were similar. As a student teacher there, I was told by him that it is 
good for the students, teachers and parents to see a Black person who can 
relate and articulate with White people. Even in his statement, I 
sensed racial overtones because historically Blacks are not expected to 
be capable of making or demonstrating a positive impression on Whites. 
I did not conform to a stereotypical Black as inarticulate, uneducated, 
and uninterested in teaching Whites as well as Blacks. Apparently, 
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many Whites felt that Blacks could only teach or work with Blacks in the 
inner cities or the segregated schools systems in the South. The 
successful development in my earlier years in a predominantly White 
neighborhood, schools and churches, however, gave me the knowledge of 
how White people thought, believed, feared and behaved. The awareness 
helped me in later years in education. 
Military Experiences 
When I completed my four years at Brockport in 1953, where I 
received a teaching license, I entered the Marine Corps Officer Candidate 
Program. I chose the Marine Corps because while still at college I 
received several deferments so I could complete college. Because of the 
Korean War, men were still being drafted. The Marine recruiter came to 
our campus and presented a program for college graduates to enter the 
officer candidate school to train as Marine officers. I volunteered to 
enter this program. At the time of my introduction into this program, 
the Marine Corps had no more than six Black officers in the history of 
the Corps. I hoped to remain in the Corps and become a Marine pilot. 
I spent two very productive years in the Corps mostly in the 
South. This was my first venture into the South and it was there I 
encountered incidents of Jim Crow segregation. Racism had no respect 
for my rank or my uniform. I was Black in a White controlled environment 
and I had to remember how to behave in this situation. 
While going from one duty station, Camp Lejune, in North 
Carolina to another station, Cherry Point, in North Carolina in full 
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officer's uniform, I „as told to move to the back of the bus or get off. 
The bus driver stopped the bus and ordered me out of the seat to give a 
White person a seat. At first I refused to notice his remarks to me 
until he stopped the bus on the highway and came directly over to me and 
roughly told me I had to get up and move. There was a bit of tension 
there because other Blacks were urging me not to make trouble and to take 
a seat with them in the rear. I told the bus driver I was not going to 
the rear. He told me to do what I wanted, but get out of the seat, which 
I did, and I stood all the way to Cherry Point. 
Another incident occurred with two other officers who were White 
Southerners as we left a training school in Florida and were driving 
back to our base in North Carolina. We became hungry and stopped in 
Waycross, Georgia to eat. Without realizing what they and I were doing, 
we walked into a restaurant at the peak of the dinner hour. As we walked 
to the counter to place our orders, a hush fell over the entire 
restaurant. My fellow officers may not or did not notice it. I was not 
given a menu. A patron walked up to the manager and said, "Get him out 
of here." The manager assured the patron that he would handle it. Then 
the manager addressed me, "I'm sorry Lieutenant, we can't serve you 
here." He added that he was from the North and could not do anything 
about the situation. He also informed me that there was a "colored" 
restaurant around the corner that would serve me. I told him I was with 
my buddies and would rather stay here. He offered me the facilities of 
the kitchen to eat my dinner without cost. The major who was traveling 
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with me and the other lieutenant said, "I'm sorry Mo, I didn't think 
about it." I took them both off the hook and got a free meal for all 
of us by eating in the kitchen. 
There were other incidents similar to the ones I listed that made 
me consciously and unconsciously remember the racist society I lived in 
and also how easy it is for White persons not to realize that racism 
actively infects American society. I was not disillusioned in my quest 
to remain in the Corps and become one of the best officers I could. 
I had already been declared one of the first Black officers in 
the Corps, so I wanted to become one of the best. 
In 1955, I chose to continue my service in the air wing as a 
Marine pilot. Entering the pilot program required that I take and pass 
a rigorous physical, including an eye examination that seemed too 
difficult. After much deliberation, I decided early in 1955 that I would 
not pursue my dream. I completed my service obligation in December and 
returned to civilian life. 
Teaching Experiences 
Since I had completed a degree program in education, I inquired 
to school districts on Long Island. Although I grew up in Brooklyn, I 
wanted to teach in an area like Long Island. Many of my classmates at 
Brockport had taken teaching positions on Long Island, so I decided to 
locate there also. I was naive at this juncture of my life about the 
ways White racism affected schools and especially, opportunities for 
Black students and their teachers. 
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Prior to my discharge from the Corps, I wrote to most districts 
on Long Island requesting an application for a teaching position. Most 
responded that either positions were filled or to visit them after my 
discharge. All the districts served overwhelmingly White student popu¬ 
lations. Only a handful of teachers were Black and there were no Black 
principals at all on Long Island. I found no teaching position awaiting 
me. 
During the early spring of 1956, I was recommended to a teacher 
agency. The agent referred me to the district principal in Roosevelt. 
During my interview with him he learned of my tour of duty in the Marine 
Corps as an officer. Immediately he indicated there was a teaching 
position available in Roosevelt at the Underhill Avenue School (later 
known as Theodore Roosevelt School). In late spring, I visited the 
school and was astounded to see a school that reminded me of the movie 
"Blackboard Jungle." 
The school was noisy, dirty, unstimulating, and almost a war 
zone. My first meeting with the principal began as he was under siege by 
some students in a physical confrontation. The school's student racial 
population was almost 75 percent White and 25 percent Black. There was 
only one Black teacher on staff, a woman who taught 4th grade. I recall 
how unorganized, unmotivating, and threatening the school atmosphere 
seemed. My professional career began there in September, 1956. 
My 6th grade class of 29 students was split racially 50-50. As 
the only 6th grade class, it was heterogeneously grouped. The principal 
circled the names of some children whom he identified as ring leaders 
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and problems. Incidentally, all the circled students were Black. 
Quietly, I noted this selection and the comments made by the principal as 
he told me about the students, incidents that occurred, and lack of 
parental involvement in the school. 
When the students came into the room in September they discerned 
that their teacher was a Black male. I promised them I would be there 
until they graduated in June of 1957. During the summer, more families, 
mainly Black, had moved into the district than were noted on my class 
list in June. That first year in Roosevelt began a bond of friendship 
and mutual respect between teacher and student. That bond was nurtured 
in hope, need, and an atmosphere of work. Each day, as students entered 
the class they encountered a large, bold statement on the board 
directing them to "aim high." Without using the term "effective 
schools," I understood the factors of a workable system that could make 
the classroom interesting and alive for those young people in my class. 
The students were ripe for an exercise of order and leadership. 
We would be proud of our achievements, students, class and school. I 
would demand and enforce a strict discipline code of behavior and 
expectations. We were not about wasting time, but bent on a goal of 
playing catch up on past failures and poor habits. I guickly isolated 
several hard core students that I would have to deal with later on. 
Since they were the oldest class in the school I used them as role 
models for the younger students. I spent many evenings in their homes 
counseling and speaking with their parents on things we were doing 
at school. This posed a little burden for me at first because I did 
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not have a car, lived in Brooklyn, and had to make my journey home by 
the Long Island Railroad. Many parents invited me for dinner when I 
remained in Roosevelt to attend evening meetings. 
Also during this time, all of the students went home at 12 
o'clock for lunch. Many of the boys either did not go home for lunch 
or came back early from lunch and we began a basketball clinic and played 
some games. During this time, I purposely became overtly aggressive 
while playing in order to get over some disciplinary pointers. These 
sessions enhanced our relationship as teacher to student. It also sent 
a message to them that I was more than a teacher of academics, but also 
involved as a role model for real life. 
Eventually, I established a connection with all the "rough guys" 
except one. The day of decision came suddenly. The class was 
involved in a lesson on math. The students wrote some examples from 
the board as I walked around to give individual help. I thought all the 
students were working. I looked up and saw the ring leader lounging 
and looking at me. I asked him, "Aren't you working with us today?" He 
replied, "Naw, not today." I felt a stillness in the classroom. I 
continued around the class helping individual students. As I walked 
by the negative student, I whispered in his ear, "Jerry, I want to see 
you outside in a minute." Jerry left the room. I meandered to the door 
and met him in the hall. Without a word, I grabbed him by the belt, 
lifted him by his collar, turned him upside down and promised to flush 
him down the commode if he did not get his act together and perform 
as a student in my class and not a "thug." When I let him down, he 
65 
hurried into the room of silent, expectant students and began to be 
the kind of student I wanted. A bond of friendship and reputation 
was formed that day between him and me and all the other possible 
trouble makers. They began a legend of alleged happenings that 
carries over to today. They told all who would hear that Mr. Mosely 
took "no stuff." I became very close to this student, athlete, and 
community resident until his untimely death. 
A great deal of support by parents and community residents 
resulted from stories the children repeated year by year. I became a 
"father image" to many of the students who came from foster, single, or 
natural family homes. I set high standards for my students in academics, 
dress, attitude, and in living. These standards were well received by 
the parents and community residents. The parents were desperate for the 
type of leadership they saw developing in room #10 at the Theodore 
Roosevelt School. 
During these times I came to see the inequity with the other 
schools in the district in such areas as distribution of instructional 
supplies, books and equipment given to the Theodore Roosevelt School. 
The morale, school atmosphere, and the commitment of the educational 
staff was below that of the other schools. Few parents participated 
because they had seen little reason for active involvement in the school 
program. 
Equal education has as its first goal the teaching of poor 
children what their parents want them to learn, just the same as the 
teaching of middle-class children. The constituents of Theodore 
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or big decisions had to be made. Each afternoon my classroom was filled 
with present or former students. 
In addition to this class, I was also the freshman coach for 
basketball, track, baseball and soccer. From 1960-1964, at the Junior- 
Senior High School the student population was mostly White, but from 
1965 on a great number of White families moved out and Black families 
replaced them. The staff at the Junior-Senior High School was 
predominantly White up until 1966 when the district began to hire 
Black teachers. White staff, however, still outnumbered Black teachers 
almost four to one. 
The experiences at the Junior—Senior High School as a teacher 
and coach were rewarding and satisfying although I had a class of 
students no one really wanted. With time and individual attention, they 
became productive students. Also, I advanced my personal goals by 
completing tasks and assuming responsibilities no one else wanted. 
Coaching proved to be an important and personally gratifying 
experience. I coached both Black and White students and gained lasting 
friendships. Baseball and soccer teams attracted mostly White 
youngsters. We had a tremendous relationship that in many cases still 
exists today. The fathers of many of these youngsters became 
supportive as I became involved with them in the formation of the Dad's 
Club. The influence of the Dad's Club and what fathers’ support could 
do for a school was an important part of conveying to the community a 
sense of positive approaches and consistency for bettering the school 
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the central administration—especially the Superintendent who had 
hired me. Through the Superintendent, I became involved in innovations, 
policy issues and politics at the district level. I learned that others 
in the community had concerns similar to mine. As I developed my skills 
to interact with critical members in the central administration, I saw a 
rapid increase in the overall development of the educational program in 
my classroom. 
Teaching at the Junior-Senior High School, 1960-1964 
After several requests, I was transferred to the Junior-Senior 
High in 1962. There, I taught a class composed of one White and nine 
Black students with behavior problems. I covered all major subjects. I 
counseled them and protected them from the administrators and teachers 
who did not expect much from them. They became known as "Mosely's 
Misfits." They developed a protective attitude for each other. Their 
attendance to school and class had been sporadic, but as a member of 
this group their attendance improved greatly. Their academic skills 
also greatly improved. 
Local authors and an artist participated in projects as part of 
the regular school day. As each student made progress, I devised a 
program in the major academic subjects with selected teachers. When the 
students' subject or day was done they reported back to me with their 
grades and assignments for the day from their teachers. Gradually these 
"misfits" became responsible students and returned to a full junior high 
program. They would, however, return to sit and talk when problems arose 
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or big decisions had to be made. Each afternoon my classroom was filled 
with present or former students. 
In addition to this class, I was also the freshman coach for 
basketball, track, baseball and soccer. From 1960-1964, at the Junior- 
Senior High School the student population was mostly White, but from 
1965 on a great number of White families moved out and Black families 
replaced them. The staff at the Junior-Senior High School was 
predominantly White up until 1966 when the district began to hire 
Black teachers. White staff, however, still outnumbered Black teachers 
almost four to one. 
The experiences at the Junior-Senior High School as a teacher 
and coach were rewarding and satisfying although I had a class of 
students no one really wanted. With time and individual attention, they 
became productive students. Also, I advanced my personal goals by doing 
completing tasks and assuming responsibilities no one else wanted. 
Coaching proved to be an important and personally gratifying 
experience. I coached both Black and White students and gained lasting 
friendships. Baseball and soccer teams attracted mostly White 
youngsters. We had a tremendous relationship that in many cases still 
exists today in many classes. The fathers of these youngsters became 
supportive as I became involved with them in the formation of the Dad's 
Club. The influence of the Dad's Club and what fathers' support could 
do for a school was an important part of conveying to the community a 
sense of positive approaches and consistency for bettering the school 
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and public images of its students. 
Administrative Beginning 
In 1964, I became the Assistant Principal of the Roosevelt 
Junior Senior High School with the mandate to change the school environ¬ 
ment and to enhance staff participation in this process. Reluctantly, I 
gave up coaching. My new duties included preparing schedules and 
programs for students in grades 7-9. I also had to handle all discip¬ 
linary problems for the students of these grades. There was an assistant 
principal assigned to work with grades 9-12 and a principal of the 
Junior-Senior High School. Both individuals were White. Whenever a 
critical problem had racial overtones, I was called on as a mediator. I 
visited parents' homes to explain about school policies. Many times 
instead of being in charge of my grade levels with over 500 students, I 
assisted with problems at the high school level. 
While I was the assistant principal I attended Hofstra 
University to complete my certification for a principal license and also 
certification for chief school administrator. I took a course in school 
law. I was the only Black in the class. My concerns were different 
than those of other class members. Most of them came from affluent 
areas of Long Island whose districts did not face austerity or possible 
defeated budgets each year. In a course in school finance I became 
aware of how methods of financial allocation affected poor districts 
like Roosevelt. I completed my certificate in 1968. 
During the 1967-1968 school year, more White families left the 
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public schools. The district became mostly Black in student population. 
Also, during the time, student unrest appeared throughout the country 
on the college campuses as Civil Rights, the Viet Nam War, and students' 
rights issues affected schools. The unrest took the form of racial 
confrontation between White and Black students. White parents 
showed up at the school with rifles seeking to bodily remove their 
children from school even at the price of violence. Many of the 
White male and Black male teachers and the administrators helped defuse 
the confrontation. During this time, Roosevelt residents elected their 
first Black majority school board. By 1970, White families in Roosevelt 
felt themselves in a minority and some heard racial slurs and abuses. 
The principal was a pleasant person who lacked vision, discip- 
line, imagination, training, leadership, motivation, community support 
and other characteristics to make schools effective. Suggestions or 
strategies that I made were a threat to him. The student body had 
changed but the administration and staff seemed reluctant to accept 
those new challenges. 
My own visions of what school could be for students were 
thwarted, so I decided to seek employment in another district. This 
decision was not discussed with anyone, so when the Superintendent called 
me in for a conference regarding my educational future it surprised me. 
He asked if I ever thought of being a principal. I replied affirma¬ 
tively. The Superintendent then said, "Earl, there will be a vacancy at 
Theodore Roosevelt School; do you think you could do the job?" I said, 
"Jim, I know I could do the job." 
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Return to Theodore Roosevelt 
I was given the responsibility of preparing the school for the 
1970-1971 school year. Many things had changed in the district and at 
the school since I left as a teacher in 1964. The demographic picture 
of the school changed drastically. The school district was now mostly 
Black. The teaching staff was still predominantly White. 
A new school policy was mandated by the State of New York that 
declared the Roosevelt schools had to desegregate or move toward racial 
balance in schools. The district had opted for the Princeton Plan. In 
1966, the elementary schools were divided into four sections in order to 
balance racial enrollments. Harry Daniels housed all the kindergarten 
and first graders; the Washington Avenue School housed all the second and 
third graders; and Centennial Avenue School housed all the fourth and 
fifth graders in the district. The Theodore Roosevelt School housed all 
the students in grade six and all the elementary special education 
classes. At Theodore Roosevelt, the total school student population was 
600 students. 
The training and experience I received in Roosevelt prior to 
becoming a principal helped me in trying to create a school of high 
achievement, positive attitudes, motivated teachers, and cooperative 
parents. I wanted to demonstrate that a school in a predominantly 
Black community could provide quality education to its clients equal to 
or better than that in any area of Long Island. I wanted to provide 
students with an opportunity to achieve academic success, an ingredient 
that is usually a given in most White schools. In order to be a 
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part of the success story, all who bought into this idea believed that 
Black students could achieve, and could succeed. 
A primary goal was to create a habit of success among students. 
That habit could be fostered by hope and expectations of the leader and 
the effectiveness, motivation and creativity of the teaching staff, i 
prepared a handbook for developing instructional and efficient management 
techniques and insisted that teachers utilize the techniques in the 
classroom. The teacher's handbook included procedures such as preparing 
for substitutes, letters to parents, how students were to enter and 
exit the building, and how to conduct effective parent-teacher 
conferences by showing teachers how to rephrase negative comments in a 
positive and non-threatening manner. Other areas in the handbook were 
devoted to teacher self-evaluation of their effectiveness in the class¬ 
room. One section explained the educational importance of assembly 
programs. The handbook included a sample of monthly letters to parents. 
I also constructed a report card for parents on which they graded 
themselves on their guidance and involvement with their on children. 
(Seme of these may be found in greater detail in appendix D.) 
The idea of staff cooperating and buying into the dream became 
one of the most difficult obstacles in the process of change. One goes 
into a new position inheriting many liabilities. Unfortunately, I began 
to teach in an apathetic situation, but while there I began to dream of a 
time when I could be the force to introduce hope as a way of life for 
young people. There were teachers who had been leaderless and, 
therefore, imposed their own philosophy for success. Some teachers 
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hesitated to try new ideas, while others were biding their time until 
retirement. Many believed the little "urchins" could only do so much. 
Many teachers believed and practiced quiet containment devoid of true 
learning and teaching. The children did seat work, were quiet in the 
halls,and projected the image of a nice class; but they were not engaged 
in learning. They were not enthusiastically engaged in the process of 
experimenting and searching into the unknown areas of intense discovery 
and, therefore, never experienced the joys of true learning. This 
defeating and apathetic approach to learning had to be changed before 
Theodore Roosevelt could become an effective school. 
The chance to create a difference in the Theodore Roosevelt 
School occurred in 1972 when the elementary schools returned to the 
policy of neighborhood schools. As this was the new direction, staff 
members had to be reassigned throughout the district. I convinced the 
Superintendent that I needed to replace four teachers, and I was 
willing and anxious to fill vacancies that developed. 
Now with a new staff recruited, to the best of my ability, the 
process of staff development was begun through the functional use of our 
faculty meetings where the concentration was on things beneficial to 
the day-to-day teaching of children. Teachers were asked to share 
successful techniques and methods with one another. Master teachers 
demonstrated successful lessons, and the newer teachers shared ideas they 
were exposed to in college. Teachers participated in developing 
creative materials that were shared with their colleagues throughout 
the school. The teacher meetings melded the staff together into a 
cohesive unit. A vast number of ideas, methods, and materials were 
developed and used to teach math, English, social studies and other 
disciplines. 
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As a spin-off, other teachers began to think of how they could 
use other administrative and teaching techniques to improve student 
performance. Teachers began initiating and sponsoring strategies to help 
change school. Planning school needs assessment became an ongoing 
process. Testing procedures and students assessment were started and 
maintained. Teachers in the educational profession became clinicians 
in the pursuit of excellence. With the involvement of teachers gaining 
momentum, it was not hard to simultaneously create the kind of school 
climate that promoted hope and success for both staff and students. 
I had to examine my personnel more closely and develop with them 
an educational plan of attack. One thing about educational planning is 
that it is always ongoing, but should also be flexible to the point that 
one can move and adjust to the style that will best enhance student 
involvement and achievement. I believe that an uncreative teacher cannot 
successfully teach children, particularly Black children. By creative 
I mean that the teacher must demonstrate they can do something more 
than lecture in order to succeed in a school serving low-income and 
minority communities. 
As educational leader of the school, I wanted teachers who were 
able to dream for children and then have the talent to draw up, plan, 
and create numerous exciting programs and projects. In addition, 
teachers must search and analyze their own body and mind for latent 
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unused talents. They must be able to construct and assemble projects and 
enmesh those ideas with the basics of the curriculum. 
Building a positive school climate is another key to attaining 
excellence in school. Teachers used letters, contests, personalities, 
newspapers, and curriculum experimentation to draw attention to the 
school. The faculty was given research data and staff development work¬ 
shops. Each one became a proponent of the right to teach as well as the 
right to learn. The school received the support of the Board of 
Education and expanded school activities so that more children in our 
school could experience success. 
The school received the support of the Board of Education, 
particularly in new curriculum ideas and pilot programs they wanted 
tested in the Theodore Roosevelt School. The board also supported 
tutorial programs without cost to the district. The teachers who worked 
in the tutorial programs and other expanded pilot programs delayed 
personal monetary compensation for future possible remuneration by the 
district. Teachers understood that, if the projects were successful 
(improved test scores and increased student participation), after 
school sessions would then become part of the budgetary formation in 
the following year. 
Other teachers in the district and my fellow administrators did not 
look too favorably on this effort. They believed the Board and the 
Superintendent were favoring the Theodore Roosevelt School based on the 
pilot programs. Staff were permitted to go to conferences, have 
teachers from programs and neighboring colleges, 
consultants work with 
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and the school was no longer considered the poorest in achievement, 
atmosphere, staff and leadership in the district. The staff realized 
that for a program to be a long-term success, everyone had to 
to adopt positiveness as an everyday way of living; therefore, 
Theodore Roosevelt School went from a failing and negative school 
to a school of promise, achievement, and hope for its inhabitants. 
Through the efforts of our art specialist, we recognized student 
work and achievement through the use of bulletin boards throughout the 
classroom and cafeteria. Individual students were recognized for 
achievements, birthdays, writing honors, and in other areas as outstand¬ 
ing people in our schools. Teachers were also selected as teacher of 
the month by our parent community and given recognition throughout the 
school. School approved goals were developed and stressed. They 
emphasized the self worth of the individual and an improved school 
climate. These goals included striving to have perfect attendance, self 
respect and respect for others by being fair, honest, and trustworthy, 
accepting responsibility and striving to achieve goals, and doing the 
best we could to make parents, teachers and students proud. 
The staff received weekly literature on what educational research 
stated about how to develop successful schools. They were also given 
literature on words to use in the classroom and in reporting to parents 
in order to raise students' self-esteem. Positive statements were made 
every day over the intercom. Most staff members developed areas and 
methods of showing positiveness in their classrooms such as applause, 
bulletin boards, seating arrangements, color schemes, themes for the day, 
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and stressing good work and behavior patterns. 
A school cannot attain excellence unless it tries to develop the 
fullest potential of its people. Excellence is a goal to all individuals 
interested in a successful and effective school. Creating a positive 
element within the school environment can change all lives. If teachers 
follow this plan of assessment, evaluation, and action, educational 
leaders ought to be ready and able to become a part of the process for 
excellence. 
CHAPTER V 
PRINCIPAL OF THEODORE ROOSEVELT SCHOOL, 1970-1986 
When I first entered Theodore Roosevelt School as the principal, 
I walked into my office and on the desk was a single sheet of paper 
indicating the classes and the class sizes for the coming school year. 
There were no textbooks, no bookcase and no curriculum guides. 
All that confronted me was the sheet of paper with the names of the 
teachers and the class sizes. From that I had to develop a class roll, 
a curriculum, and decide where classes would be located. 
I did not know where the supplies were or what teachers had in 
their classrooms. I suspected that they knew they would have a 
particular grade. On the positive side, I was familiar with the school 
layout and had worked with some of the teachers I would be supervising. 
I knew their qualifications and their strengths. I also was familiar 
with many of the parents and the young people who would be attending 
the school at that time. But I had not been in an elementary school for 
six years, and the school situation had changed from a neighborhood 
school to a Princeton Plan type school. The classes in the Theodore 
Roosevelt School consisted of sixth grades, except for three special 
education classes. 
As the first Black educational leader in that school, I felt 
apprehensive. After leaving elementary school and moving up to the 
Junior-Senior High School, I had seen many youngsters coming from the 
elementary schools who were undisciplined and unmotivated. Their 
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potentials had not been tapped. There was no concept that school could 
be a place of learning that strengthened a sense of self esteem and 
success among low-income children. Perhaps I could inculcate this 
concept of success and strive for that concept with them. 
I also felt confident that though I was dealing with many 
teachers who were not Black, they believed that I would do a fairly good 
job as their leader. While I was a teacher I had taught and worked with 
many of them at Theodore Roosevelt. As a teacher, I handled many of 
their discipline problems, helped them as the audio visual teacher for 
many of their assembly programs, and offered ideas while working with 
their students' parents. On all of the physical education field days, I 
had either chaired or assisted the physical education teacher. Also I 
supervised and coordinated all of the sports programs at the school. 
The teachers knew I could lead and develop successful programs for the 
school. The school had a poor reputation regarding discipline with many 
fights and classroom disruptions. The teachers knew I would not permit 
this to be a standard practice for the school. 
I anticipated difficulties with one Black teacher, however, who 
had hoped to be named principal of that school. Knowing all this I set 
about to work around that obstacle in the beginning. 
Because I would be going into elementary school, one would think 
there would be support and encouragement from the other elementary school 
principals. Yet, none of the elementary school principals described the 
tasks I would have or helped in setting up the school plan. I had also 
grown academically since my teaching years in Roosevelt. I had begun to 
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develop folders and files on successful schools and programs. I 
conducted workshops for parents and teachers using many examples of 
successful schools. New teachers in the district had to be participants 
in my orientation workshop about good classroom management and the 
reduction of discipline problems. I used my experience, plus the 
confidence placed in me by my co-workers to turn the school around. 
I worked closely with the teachers and the parents to make needed 
changes. Soon, the school changed from the Princeton Plan and became a 
neighborhood school from kindergarten to sixth grade. That meant a 
new curriculum, new staff, new materials and new possibilities. In 
particular, adding teachers for K-6 grades enabled me to recruit staff 
who had similar philosophies to mine. 
As principal of Theodore Roosevelt School, I sought to create 
approaches and curricula that would help develop a positive attitude in 
the school. I promoted pride in belonging to the school among all the 
participants in the school. As educators, we aimed to expose students to 
a life other than the street corner, unemployment and drug or alcohol 
abuse. The street corner attitudes of today do not usually allow 
students to become productive citizens. I wanted to make sure that the 
students realized that there was a better life waiting for them 
if they had proper guidance and the proper role models to look up 
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to. 
Most minority young people have seen the negative sides of life 
in their communities. Schools have to demonstrate an alternative life 
style with an emphasis on excellence, but they must do so in a way that 
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enables minority children to see themselves in those new roles and to 
develop the skills and experiences required for jobs and 
responsibilities. Hence, principals have to lead in the selection of 
curriculum, selection of teachers, and supervision and training of 
teachers. 
At Theodore Roosevelt I concentrated my efforts in the areas of 
reading and math as basic curriculum areas in the elementary school. 
During 1969-1970, I had attended many school workshops in New York City, 
particularly in schools where Black students were in the majority. I 
looked for techniques and approaches that worked in improving their 
reading scores. 
Another important belief I wanted teachers to understand and 
believe in was that all students can learn and that they as teachers 
should have and promote a high degree of expectation for their students. 
In my selection and observation of teachers, I looked for racist 
tendencies they might have or demonstrate subtly in their working with 
students. When selecting teachers, I looked for candidates who were 
positive, committed, confident, courageous and student oriented. 
Teachers had to be comfortable and fearless in dealing with students and 
their adult representatives. The selection and training of the teching 
staff is a major problem for any principal and a problem whose diffi¬ 
culty is compounded by issues of race. 
Selection of Teachers 
When the Theodore Roosevelt School changed from an all sixth 
82 
grade school to a neighborhood school, I had my greatest chance to 
develop or select the kind of teachers who would be most beneficial for 
student achievement. During my initial interview with candidates, 
I was alert and perceptive as to how they answered questions 
pertaining to the student population, how they would handle irate 
parents, disruptive or cursing children or children whose culture and 
background were not the same as theirs. I tried to impress on candidates 
the success we enjoyed, and that if they wanted to be part of a 
successful learning experience, they would be welcomed. 
I looked for resourceful, creative and motivated teachers. 
They had to be charismatic. They had to be student oriented. They 
had to be organized in their approach, and they also had to be positive 
about what they wanted from children. They had to be flexible. They 
had to feel comfortable in talking with parents, and in talking with 
children, and not feel intimidated because the kids or the parents might 
become hostile. They also had to have a strong attitude of commitment. 
My stated philosophy is that "Teachers are there to teach, and children 
are there to learn." 
I was asked by the Superintendent if I would like to use student 
teachers. I was able to get about four or five student teachers in my 
school to work under established teachers, and it was by training 
student teachers that I could hire four very effective teachers 
when they graduated. I believed that given the opportunity to work in a 
good school situation the student teachers would develop the proper 
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techniques, methods, and concepts as to what any good school should 
offer young people. 
One cannot bat a thousand in the selection of teachers. 
I have had a few teachers whom I inherited and due to the tenure law I 
had to keep. These teachers were not as effective as they should have 
been. They attended workshops and conferences. They were given 
demonstrations of proper techniques to use and how to properly use plan 
books. I was constantly working with them to develop the kind of 
techniques that would be positive to kids. When I found that I had 
exhausted all the in-house techniques, then I used the resources of the 
central office and had the reading specialist, the math specialist and 
the curriculum superintendent see if they could make them become better 
teachers. Since I have been principal of Theodore Roosevelt School, 
eight teachers were asked to leave because of their inability to teach. 
Incompetent Teachers 
During 1970 and 1971, I observed, supervised and evaluated the 
teaching staff. I had inherited a few teachers who either lacked the 
necessary competencies to teach the children, and/or who exhibited 
negative racial attitudes. As principal I had to remedy the problem. 
In the supervision and evaluation of these teachers, I followed the 
necessary procedures to improve the teacher's competencies, methods 
and techniques that were exhibited in the classroom. When instructors 
regarded Black children as less able students or held negative attitudes 
toward their low incomes, those beliefs affected all of their teaching. 
84 
A negative attitude established a pattern of low level teaching and often 
open hostility. 
One teacher, here called Mr. Smith, insisted that he was doing 
his best to teach the students. In a conversation, however, he ration¬ 
alized the situation by explaining that the children were incapable of 
learning what he had to offer. He voiced a low estimation of the 
children's ability. He was disorganized; he constantly made excuses; he 
wasted students' time in non-educational activities. He planned poorly 
for lessons, and he seldom worked with individual students. 
I met with Mr. Smith and I explained to him all the things 
being done to help him improve. I went over his evaluation with him 
and obtained some plan books and classroom programs from other teachers. 
I showed him how they could be used. I held other conferences with him 
as I observed and evaluated his work after each meeting. The reading 
and math coordinators and the curriculum director from the central 
office offered him help after school. 
I had many conferences with the parents of students in 
Mr. Smith's class who were upset at what was being done in the class. 
I met with them and told them what I was doing to help the situation 
by providing the teacher with all the resources to help him improve. 
The parents became quite adamant and said something had to be done with 
Mr. Smith so he would not continue to hinder learning and present a poor 
image to his students. For two years I worked with this teacher to help 
him improve, but I saw that all the avenues I used were hopeless. 
The parents described situations in the classroom between 
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their children and Mr. Smith. He cursed at the children. He would not 
correct their homework. He lacked regular classroom organization. He 
referred to children as "welfare recipients." Therefore, there was no 
respect for him as a teacher. Parents concluded that their children's 
education was retarded because of negative attitudes and poor performance 
by their teacher. 
I asked the parents if they would write individual letters to me 
stating their feelings about the teacher and what was happening to their 
child in the class. I also asked them to comment on the remarks made by 
Mr. Smith when they had parent-teacher conferences. The parents agreed 
to write, and I agreed to follow up on my end. While parents collected 
these comments and letters, I informed the Superintendent about what had 
transpired. I provided him with performance sheets and anecdotal 
records I had kept on Mr. Smith. I warned that we would have to take 
action because this teacher's presence represented a crisis at the 
school. The Superintendent stated that I should follow through with 
termination procedures. 
After I sent photocopies of parental letters to the Super¬ 
intendent, about six parents told me that they wished to speak with the 
Superintendent. They met with him and expressed their displeasure with 
Mr. Smith. They would not leave the Superintendent's office until he 
did something about Mr. Smith. The Superintendent asked me to have 
Mr. Smith report to his office. 
The Superintendent removed Mr. Smith from teaching all students 
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in the Roosevelt School District and reassigned him to clerical 
duties in another school. He ran off dittos at the high school, took 
care of the books and various other clerical matters, but he never 
again taught a student in the Roosevelt schools. 
Mr. Smith was a tenured teacher. He stayed on until the end of 
the year, and the Superintendent, with his recommendations to the Board, 
informed Mr. Smith that they would be terminating his contract. Mr. 
Smith, realizing that he had been given due process, did not file a 
grievance, but instead he accepted a year's salary and resigned, one of 
the few tenured teachers to be removed from a teaching position in the 
Roosevelt School District. 
This situation could have provoked a bitter confrontation with 
the teachers' union, but we followed established procedures. In 
addition, I spoke openly about the situation so that extremism in the 
education of Black children would not be confused with militancy on the 
part of those who meant to destroy a school system. Parents and 
principal wanted change within the confines of a public system of 
education. Educational leaders should inform parents that their interest 
in their children's schooling will be reciprocated by those hired to 
instruct those children. 
This effort was seen dramatically by parents at Theodore 
Roosevelt School. Competent educators made it their business to be 
concerned about young people's success in school. Parents became 
extremely supportive. They also knew that if a teacher was not 
providing the kind of education that they deemed necessary and effective 
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for their children, then positive changes would follow. 
^"lohher tenured teacher projected no image or ideals for young 
people and had to be terminated. This teacher, here called Ms. Jones, 
exhibited different negative qualities than Mr. Smith. This teacher 
showed on many occasions that she was fearful of students and/or 
their parents. Therefore, she could not provide direction and 
help to remediate the needs of those children. She could not control a 
class. She cringed when they spoke aggressively. She never showed that 
she was in command and wanted them to learn, or that she had something to 
say. When the parents approached her, she was apologetic about their 
children's failures. She did not believe that these young people 
could succeed. 
I started supervisory procedures with Ms. Jones. As she spoke 
with me, she appeared afraid to be successful. She could not deal with a 
Black person who demanded the very best from her in teaching children. 
As she planned her classes, she lacked confidence in herself as well as 
her students. Ms. Jones, I believe, could have used more successfully 
than Mr. Smith, the backing of the union in order to preserve her status 
in the school. She believed, however, that the pressures that were 
placed on her by the principal and the supervisors from central office 
were too much for her to handle. She voluntarily resigned. Thus, there 
was no confrontation with the union. 
Here again, the background of providing help, supervisory 
evaluations, and all the other documentation were too much for her to 
contest. Ms. Jones also happened to be White, but she exhibited to me a 
88 
kind of attitude that was encumbered with the concept that she had a 
fear of demanding from Black students the same thing that she would 
expect from White students. She feared demanding the best from 
students. Therefore, she also did not give of her time, and did not 
feel that the young people could really learn to read on grade level. 
During 1972, I sought to remove from the school a Black teacher 
because of her negative way with the students. She felt that if the 
students were not clean, from "good homes,” and highly intelligent, she 
did not want them in her class. She would ridicule a student's appear- 
ance or say to a child with uncombed hair, "Don't come here with unkempt 
hair or corn knots." She was known to have contempt for dirty or 
disheveled children. She also demeaned the way some students walked by 
saying, "You walk as if you're back home slushing through some manure." 
She would do things that would impede their desire to come to school. 
She resisted change in her classroom insisting that, "No one can tell me 
how to teach my children." She felt insecure when the principal 
questioned her ability to each. Actually, her rigid belief 
that all children could not learn and contribute to the class in 
general was the issue. She resented all discussions about how she 
negatively alluded to the children's home background and parents. 
This teacher maintained good discipline in her classroom, 
presented an orderly and attractive environment, kept her classroom 
always quiet and children seemingly busy. But there was always a sense 
of a sterile unreal classroom setting. The teacher was prompt in 
administrative responsibilities such as planning and scheduling of 
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activities and in matters relating to how her overall abilities as a 
competent teacher would appear to her fellow teachers and 
the principal. She projected a positive, competent image to her peers; 
but the students who were not the perfect models in her eyes 
threatened her perfectionist mode. 
After much anguish, confrontations and conferences, I determined 
that she was a detriment to the school. For two years I pressured her to 
respond until she asked for a transfer. The other teachers in the 
school felt relieved that she was going. They had feared her because she 
tried to dominate meetings, verbally attacked and ridiculed other 
teachers, and had an air about her that no one could teach her anything 
about teaching and handling students. I gladly approved her transfer, 
but she did not stay long in the other school. She accepted a super¬ 
visory position and then resigned from the district two years later. 
I dismissed eight other teachers who were not tenured. There¬ 
fore, I did not have to go through the same thorough documentation and 
stress. In 1970 three teachers did not return; in 1971 and 1972 two 
teachers were asked not to return, and in 1976 another teacher was 
dismissed. These eight teachers could not promote the attitudes, 
competence and classroom leadership that would create success in 
children. Some were very weak disciplinarians and had no control of 
their classes, as was evident in the fights between students and between 
parents and teachers. Some of the teachers did not provide motivation 
for their students and had a low estimation of student abilities. 
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The Teacher Strike of 1972 
In 1972 Roosevelt returned to neighborhood schools for grades 
kindergarten through six. The new staff and student body presented many 
chances for new approaches and techniques to help establish a school of 
hope and success for children at Theodore Roosevelt. Almost as soon as 
the new year began a teacher salary demand for the upcoming contract 
resulted in a district strike lasting for twenty-six days—then the 
longest teacher strike on Long Island. During the strike, the Theodore 
Roosevelt School muddled through from day to day. Theodore Roosevelt had 
the highest percentage of teachers present who did not strike at that 
time. Increasingly, striking teachers picketed Theodore Roosevelt from 
other schools. Prior to the time the teachers went out on strike, I 
informed the entire staff that they had to decide for themselves 
whether they would walk on a picket line or teach. I told them school 
would remain open. Many of the teachers crossed the picket line and 
were subjected to both verbal and physical abuse. 
As the strike proceeded, it became more difficult each day to 
sustain a continuous educational program. Each morning of the strike, 
the principals arrived around five o'clock in order to avoid the 
picketing teachers. While in the school, I had to see which teachers 
would arrive and how many picketing teachers there were to harass the 
teachers who crossed the picket line. Each day as the strike 
intensified, fewer children would arrive to school, but over 50 percent 
of the students did come to school during the strike. If all of them had 
come, we could not have managed. There were normally twenty-two homeroom 
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classes to cover, and by doubling some classes with the assistance of 
three paraprofessionals and parent volunteers, we held together a patch¬ 
work form of school. Wherever I was needed to cover a class or fill any 
other role that was non-supervisory, I did it. 
The most difficult time during the strike occurred at the opening 
and closing of school when the picketing teachers would be there to 
harass the teachers who came to work. Many of the parents were there 
at that time and harsh words and threats were exchanged. Each day the 
ordeal became more threatening and vociferous, and each day different 
administrative decisions had to be made. Three teachers were hired 
during the strike (two White and one Black). As a result of those 
additions, over 20 percent of regular staff came to work most days. 
Out of that number half were Black. 
Toward the closing days of the strike I hoped that students 
would stay home because of the threats and abuses non-striking teachers 
were receiving. I also hoped that the teachers too would not submit 
themselves to harassment, but all of them who came in became stronger 
in their resolution to stay until the end. One of the striking 
teachers, who was a gym teacher, came into my office one day and 
remarked to me that this school would never be the same because of 
divisions created by some teachers working while others were out on 
strike. He felt that the school would be destroyed because of hostili¬ 
ties among the former colleagues and the emotions and tensions from a 
bitter strike. When it was finally over, administrators and teachers 
faced a situation that needed the wisdom of Solomon. 
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I will never forget the tension filled staff meeting in 
November, 1972 following the strike’s settlement. The union represen¬ 
tative marched into the faculty meeting with all the teachers who had 
stayed out of the building during the strike. The teachers who had 
entered the building during the strike entered together. The striking 
teachers sat on one side in the general purpose room, and the teachers 
who had not gone on strike were on the other side. I looked out on both 
groups and attempted to rebuild a school climate torn by an emotional 
experience. I asked all the kindergarten teachers to sit on this side, 
the first grade teachers over here, the second grade, and so on, up to 
the sixth grade. This way all the teachers had to meet and sit with each 
other in spite of the tensions and uncertainty. 
I knew it would take time for the wounds to heal, but I began to 
have them working on a project together in their particular grade level. 
Little by little, as time went on, they began to talk to each other and 
put aside those differences for the betterment of the school. The 
morale of the entire Theodore Roosevelt School was low. The strike had 
generated many negative feelings about the district and its ability to 
offer professional level salaries. The strike had divided teachers and 
raised some issues of racism, although those divisions were not clear 
cut. 
Curriculum 
Right to Read 
One of the best things that happened in my first years in 
Theodore Roosevelt School was a federal Right to Read reading program. 
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An outstanding reading teacher became involved in the Right to Read 
effort, and I participated in the technical assistance classes conducted 
in the school. Staff conducted an assessment of needs. Teachers were 
very enthusiastic about buying into what they could do to help increase 
the reading proficiency of young people, and staff were asked to 
demonstrate in various workshops across the nation what they had done to 
improve the reading proficiency. 
Usually, Right to Read programs were funded for two to three 
years. The Theodore Roosevelt School Right to Read effort continued 
for five years, and it successfully demonstrated that when people want 
to work together on a goal of increasing learning and increasing the 
climate of the school, it can be done. The staff at Theodore Roosevelt 
learned some very positive things about themselves, their techniques, 
and the learning styles of children. This program also involved 
community members and parents who came to workshops. The principal 
solicited money from residents in the community to help buy a rug 
for the library to create an informal setting that encouraged students 
to read on their own. Children learned when everyone had a positive 
attitude towards this end. 
The Right to Read program started in the district in February, 
1972. The Theodore Roosevelt School was identified as the target 
school for this new reading experience. The goal of the Right to Read 
effort was to eliminate functional illiteracy in the United States. 
Since I had actively sought a new emphasis and approach to reading 
awareness and improving test scores in the school, I embraced this 
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program enthusiastically. 
The Right to Read program was not merely a federal effort, a 
single reading program, or the endorsement of a single reading method. 
It was, rather, a cooperative effort by all members of our society to 
insure each individual's opportunity to learn to read. The strategy of 
the national Right to Read was based on obtaining school commitment to 
change and to provide real support to bring about improved reading 
programs. As each Right to Read school achieved its objectives, the 
emphasis would be directed to dissemination, so surrounding schools 
might duplicate their success. 
The Right to Read program selected four types of school-based 
Right to Read sites. The one chosen to be at Theodore Roosevelt 
was called a transition site. The transition site was a school without 
substantial federal funds earmarked for reading improvement which 
demonstrated a willingness to make the transition from an ineffective 
to an effective reading program. Such a school had to contain the 
largest number of pupils in K—6 who fell in the lowest guadrant in 
reading. Since the Roosevelt district had recently returned to the 
neighborhood school concept, Theodore Roosevelt School met the criteria 
and also gave emphasis in the direction the school would move. 
Another important function of the Right to Read effort included 
the involvement and cooperation of the community of the nationwide 
reading program. Parents served on advisory and participatory levels. 
They assisted and promoted the Right to Read effort throughout the 
community. The parents went into the community and passed out flyers 
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and workshop schedules concerning availability of the schools to 
community members who wanted to improve their reading ability or who 
wanted to become volunteer reading tutors. They brought to the attention 
of the community the needs and the changes which were required in order 
to accomplish the goals. The Right to Read effort was not a single 
reading program or a single reading method which was to be endorsed for 
the teaching of all, rather, it was a team effort requiring the 
marshalling of all available resources to meet the stated objectives. 
The plan of action was to maximize the potential of the reading 
program already in use by creating a network of schools and correnunity- 
based programs that would be "lighthouses" in fomenting development and 
change in reading programs and activities with the idea of eradicating 
reading disabilities and promoting functional literacy for our students. 
A school task force of teachers, parents and administrators 
coordinated the program. Technical assistance advisors frcm City 
College in New York met with the staff as often as once a month 
to give workshops to monitor and direct our efforts. Many teachers 
in the unit task force were released from their classroom duties to 
attend. They planned strategies for the school. One group of the task 
force was involved with a needs assessment to see what had to be done 
and the other group worked with the community and private sector. The 
cooperative efforts of all the teachers was to be admired even though the 
teacher contract had expired in June, 1971. There were rumblings of an 
impending teacher action, but to the teachers at Theodore Roosevelt, 
involved in the Right to Read effort, it seemed far away. The residual 
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effects of the Right to Read effort are still with us today. Reading is 
still a school based project as we experiment how best to make children 
successful in this area. 
I became deeply involved in teacher workshops in the area of 
reading in order to create an attitude of professionalism among the 
staff. The teachers in our faculty meetings demonstrated lessons, 
programs and projects that they had done or created that worked in 
their classrooms. Each teacher offered a workshop and presented research 
on issues that would be motivationally inspirational to children. They 
demonstrated what they did in these workshops to help promote student 
success. As a result of these workshops, the teachers in the 
grade levels began to work together to tear down the barriers inherited 
from the strike. I appealed to their professionalism and to their 
ability to "aim high" in providing the kind of atmosphere that we wanted 
to project in the school. This new sense of pride and ability to work 
together took two years to develop. 
These workshops offered teachers a chance to exploit their 
creativity. They were given accolades for their work; their fellow 
teachers listened to them and provided support in the workshops. Where 
there was once an aura of suspicion, fear and distrust, an aura of 
trust and achievement became evident. Ideas that were presented by sane 
teachers were used by other teachers. 
Staff talked about what they could do individually to help 
students and about what could be done to help parents help their 
children. After a major workshop, ideas from all teachers were made 
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into a parent workbook. Discussions focused on what the school needed 
to do in order to make it a place of excellence. These were important 
times in the school, and most staff worked together for the common good 
of the school and the students. 
The principal of an effective school must provide the leadership 
in identifying people and in motivating the instructional program. 
Brookover and others in Creating Effective Schools stated: 
The most obvious strategy for improving student self 
evaluations and reducing feelings of futility is to 
establish a positive self-fulfilling prophesy instead 
of a negative one. This involves raising the expectations 
for all students and especially the poor or minority 
pupils for whom lowered expectations have been too often 
the case. For example, setting performance standards 
and expecting all students to master their grade-level 
objectives clearly says to students, "You can learn and 
we'll see that you do learn."”' 
Theodore Roosevelt Math Program 
One of the most positive changes at the Theodore Roosevelt School 
came about as a result of the new math program I introduced. This 
program provoked the wrath of the teachers' union. Shortly after the 
bitter teacher strike of 1972, the union described the math program in 
racial terms. In an effort to build a new curriculum, I stirred up a 
power struggle over the jurisdiction of curriculum reform and the issue 
of racism. 
In 1973, I became acquainted with a math teacher by the name of 
Everard Barrett. As a teacher in the Ocean Hill Brownsville district 
in Brooklyn, he had become very involved with the performance of all 
students in mathematics, but primarily minority students. He assessed 
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why students did poorly and what needed to be done to change failure into 
achievement. He searched diligently for a better way to teach 
mathematics. 
Barrett had attended workshops in the teaching of mathematics 
conducted by Caleb Gattegno in his self-awareness workshops in New York. 
Many of the methods and techniques employed by Gattegno were adapted by 
Barrett. In his approach and philosophy of teaching math, Barrett 
believed that new understanding in mathematics is acquired because 
students see new relationships in the learning process. He felt that 
students link new awarenesses (or concepts) to one(s) which they already 
have. Often, a word, a sign with a name of a street, or a particular 
song, or many other possibilities arouses a flood of memories. Barrett 
applied this ability to link awarenesses in the teaching of math. 
Barrett used this awareness to reflect attitudes toward the math 
curriculum when he stated: 
The traditional mathematics curricula are usually so arranged 
that addition is taught in first and second grades, multipli¬ 
cation in third and fourth, powers in seventh, square roots 
in eighth and ninth. Nth roots, fractional exponents and 
logarithms in eleventh. Our pedagogy dictates that if these 
topics were taught sequentially, that material involved would 
be mastered by a third grade class in a month. We can make 
this claim confidently since addition, multiplication, powers, 
roots, fractional exponents and logarithms form a cluster of 
dynamically related awarenesses.^ 
As a result of the new direction we wanted to go, we reorganized 
the traditional curriculum related to awarenesses and entire clusters 
were taught to the children over a relatively short period of time. 
Barrett believed the separation of dynamically related material over long 
intervals of time retards mathematical growth. He stated: "This pedagogy 
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makes very efficient use of the learner's time, since the increased 
likelihood of retention makes burdensome repetition unnecessary." 
Barrett asked me to select three Black teachers who would 
be interested in learning his math techniques and who would be 
willing to stay after school and work in a workshop with him on the 
program. During July 1973, the principal and Barrett identified three 
teachers who volunteered their time to learn the new math procedures. 
We selected Black teachers in order to make a point about the approach 
and to build pride. Too often educators accepted a stereotype that 
Blacks lacked proficiency in the teaching of mathematics. 
A study by Kelly and Tomhane has recommended that: 
Those prospective elementary teachers who were found to be 
math anxious receive help from support groups directed by 
professional mathematics teachers who understand math anxiety 
and some of its causes. Math anxious teachers should be 
encouraged to trace the beginning of their fears and work at 
conquering them through exposure of mathematics concepts and 
processes in an environment that does not threaten them. 5 
Also, we wanted this unique program to be exposed to Black 
children using Black teachers as role models. Finally, we chose 
Black teachers because of their willingness to volunteer their time for 
over four years, so that the end results of the program could be 
realized. 
When school began in September of 1973, the teachers met every 
Wednesday from 2:30 to 6:30 in the math workshops with Barrett. In 
all of the previous workshops in July and in the following months the 
school principal attended also. These workshops were necessary to 
prepare ourselves to work with children because we were creating new 
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curriculum with new methods and techniques. 
Each week, the teachers would be taught the new technique and 
then plan to use the new technique for the following week in the 
instruction of their children. The goal for the math program was to have 
the fifth and sixth grade youngsters take the New York State ninth grade 
math Regents in June, 1976. (See appendix E). 
Barrett's goals, philosophy and projections offered an instrument 
to turn the school and its perception of itself around. In Barrett's 
words, "We were on a crusade that would create an explosion effect in 
New York State for Black children." 
As a result of his successful work with his own children, Barrett 
believed that most elementary school children could take the ninth year 
algebra Regents and pass it with the same or better degree of proficiency 
as ninth grade students. He was determined to prove that this ability 
was not due to any "special gift" or "magic," but depended on techniques 
that could be used by interested and serious teachers instructing average 
and below average students. 
This program became an important part of the school, and the 
teachers developed some challenging slogans pertaining to math. When 
older brothers and sisters would stop by the school, they would look at 
the math and say: "Oh, that looks hard." We developed the slogan, "Hard 
for you, easy for me." That was put throughout the school on charts as 
a slogan. This slogan became important in developing pride and 
success in the school, because during their spare time and after school, 
youngsters eagerly entered these rooms just to work on mathematics. 
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After the involvement of the three teachers, six new teachers entered the 
program and stayed on their own time after school and on weekends to 
develop a proficiency in the math project. The parents were excited 
because they saw the test scores of their children improve. 
One result of the teacher strike settlement with the Roosevelt 
district in 1972, was the creation of a Professional Development 
Ccmmittee (P.D.C.) as a liaison between the teachers' union and the 
Superintendent. The parties agreed that this committee should consist 
of three administrators appointed by the Superintendent and three 
teachers appointed by the president of the teachers' union. This 
committee established its time of meeting, rules of procedure, including 
selection of a chairperson, and the right to meet with the Superintendent 
periodically, but not more often than once every month unless by mutual 
agreement. 
This committee would consider all proposals from any source 
regarding curriculum, teaching methods, aids and materials, texts, 
library facilities, laboratory equipment, audio-visual equipment and 
supplies, athletic equipment, standardized tests, design and equipment 
of new and remodeled school buildings, and any other matter pertaining 
to the improvement of the educational program. The Professional Develop¬ 
ment Committee could recommend in-service courses to the Superintendent. 
The new math program in 1973 met with opposition and hostility 
from this newly formed school district organization. The teachers' union 
at that time had just settled a long and bitter strike. The Professional 
believed that they were to serve as a clearing Development Committee 
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house for any new programs, proposals, or curricula in the district. The 
fact that the teachers participating in the math program were all Black 
created the most controversy and anger in the professional ranks. 
Furthermore, the teachers who began their training during the summer had 
crossed the picket lines during the strike of 1972. 
The president of the teachers' union, who was a member of the 
P.D.C., sought to discredit the project by labeling it "Black Math" 
and claiming that it discriminated against the other teachers in the 
school. Although parents of the school and the school board favored the 
program, the problems being posed by the union through the P.D.C. had to 
be addressed. 
The problem had to be met head on and the P.D.C. had to under¬ 
stand the school leader's right to choose a program that he wanted to use 
in his school. The issue of racism, was first introduced by the union 
president. She argued that the program discriminated against other 
teachers in the school because it was open only to the Black teachers. 
The project was a vehicle to focus on improving the school's image, and 
Barrett and I hoped for unexpected successes for both teachers and 
students. After three years, we intended for other teachers to join. 
The union misinterpreted the program in Theodore Roosevelt, and 
statements were interjected that did not indicate the position and 
direction of the project. It was rumored that the school would create an 
elite class of students who would defy directions from their teachers 
and not complete homework assignments or take certain mandated tests. 
Another story that circulated around the district was that students 
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were not to listen to what White teachers told them or asked them to do. 
Each misrepresentation and statement was answered. For two years, from 
1973 to 1975, as principal of Theodore Roosevelt, I met frequently with 
the Professional Development Committee to answer their charges, (see 
appendix F). 
Everything that the principal and the teachers did at that time 
to implement the math program had to be carefully considered. Our 
number one priority was to hold workshops in homes in the community 
where our strategy had to be developed so that the math program could 
continue. Our priority was to carefully consider the methodology 
in a productive way to counter extremism and militancy so they 
would not be interjected. We had to show and state clearly 
that we were not doing anything that was racist in intent, but were 
determined to do something that would expose young people to a project 
and a program that would bring credit to the school district and enhance 
student achievement. 
Those factors had to be clearly kept in mind as the principal and 
staff met with the P.D.C. After several meetings with the committee, 
the school board, and together with letters and voices of support from 
parents, we conveyed to the community our honesty and commitment to a 
continuation of the program, (see appendixes G-J). 
The Professional Development Committee wanted the school board to 
stop the math program at the Theodore Roosevelt School. The staff, 
however, supported the program and backed the principal in his effort 
to bring student success and a positive reputation to the district. 
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The solidarity of the central office for the project was demonstrated 
at the hearings. The union saw that they could not destroy the 
project. 
Through the efforts of the math program in June, 1976, twenty 
fifth graders, twenty six sixth graders, and five seventh graders took 
the 1976 New York State Regents Examination in Ninth Year Algebra. The 
marks were as follows: 
A) Seven scored 90 percent—100 percent 
B) Nine scored 80 percent—89 percent 
C) Fourteen scored 70 percent—79 percent 
D) Four scored 65 percent—69 percent 
E) Three scored 60 percent—64 percent 
F) Eight scored 50 percent—59 percent 
G) Two scored 40 percent—49 percent 
H) Four scored 30 percent—39 percent 
The results of the Regents exam had a strong and positive 
impact on the school and the district as a whole. The outcome was a 
fulfillment of the hopes and expectations of the teachers and Barrett. 
Parents were elated to see how Black children were able to make history 
in mathematics in New York State. Never before had a large number of 
average students from an elementary school taken the Algebra Regents and 
done so well. 
Parent Involvement 
Responsive education, especially for Black children, must include 
certain factors in order to prepare students for life in American 
society. Black families in Roosevelt had imbued racial and class biases 
that made schools seem White and middle class institutions. Parents 
avoided schools. They feared what teachers would do. As principal of 
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Theodore Roosevelt School, I sought ways to encourage parent 
participation and involvement. I invited parents to the school. 
Morning teas and coffee klatches were held to discuss school programs. 
The reading and math coordinator would meet with the parents at various 
times during the day. I also sent weekly letters to parents individually 
telling them about various programs and their results as they occurred 
in the schools. I used sporting events and the churches as another 
vehicle to inform parents and community supporters about the school. 
I had meetings in the district churches. I would go to the 
church-sponsored affairs and tell the members about programs and 
activities taking place at Theodore Roosevelt School. During these 
meetings I also obtained support from many parents for special programs 
such as Barrett's math program. During these meetings I talked about 
goals of the school, special projects and needs, as well as 
particular issues such as conflict with the union or removing tenured 
teachers. 
Parents began to view the school as a place with educational 
goals for their children. They also saw the school as belonging to them. 
They could see how projects aligned with long range goals. Education 
became more than an annual opportunity to vote for taxes. They saw 
school as a place where they had a voice. They had a say in the 
programs that were coming into the school, the teachers who were involved 
in the teaching of their children, and the monies that were to be used to 
support the entire educational program. They were all part of this 
project. 
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Parents became part of book committees that would decide what 
kind of books would be used in the schools. Prior to this time, parents 
were never asked to be part of any organized project in the school, the 
selection of books, how the money was supposed to be used, or what kind 
of curricula would be used. This time, however, they became part of the 
entire program from planning through evaluation. 
The teachers taught parents in reading and math. Parents also 
came to night meetings where they learned how to better help their 
children at home. The teachers held health meetings, curriculum 
meetings, nutritional meetings, and meetings for parents in guidance for 
their children as they grew older and moved from grade to grade. 
A workshop was given suggesting what guestions parents should 
ask pertaining to the academic progress of their children. Other 
workshops for young parents suggested ways to train their children 
to be educationally successful in school. 
As I reflect on my experiences through the years at 
Theodore Roosevelt School, I see the greatest demands of the building 
principal in the area of community and social relationships. In today's 
emerging school, effective principals must know their communities so 
thoroughly that they can utilize and study the technigues of social 
service within that community. By so doing they not only survey the 
community's resources, but also participate in the community life. Thus, 
principals can identify potential resources that may come into the 
school and serve as valuable support to the staff, to the parents, and to 
the children. The involvement of community resource people reduces the 
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secretiveness that is widely held by community people in relation to 
the school and to the programs and the activities that go on there. 
Creating an Effective School Climate 
In order to create a school effective for children, I worked to 
foster a climate conducive to encouraging learning and building self 
esteem. I had to develop a discipline code for the school. I discussed 
a dress code for teachers. I emphasized the importance of images in the 
adult staff throughout the school, because children must imitate adults. 
I wanted a positive image for children to imitate. 
Prior to becoming principal of the school and during my first 
year, there was a tremendous amount of fighting, screaming, and even 
parent confrontation with teachers. This atmosphere was not the kind of 
atmosphere that I believed would be conducive for children. I was out¬ 
side every afternoon when children were dismissed in order to maintain 
order. I met with parents and pupils, suspended students who were 
disruptive and provided other avenues of redress for those who would not 
fall in line. Every adult in the school had the responsibility for 
students. Nurse, custodians, cafeteria workers, and guidance counselors 
should set role models and insist on student conduct. 
Teachers influence the conduct of their students. When one 
divides the responsibility for supervision it is easier to monitor or 
be among a large body of students. The students begin to respect 
the adult members and these adults become positive role models for the 
youth. At one of the staff workshops the teachers collaborated to write 
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a school conduct code that all students were expected to follow. 
Teachers were to dress in a way that would promote the best in students. 
All this was part of building a positive climate. Some of the changes 
the school was able to make came from the recommendations of parents on 
ways they could help in the cafeteria. Parents also formed a volunteer 
committee to help during assembly programs in music, poetry and class 
plays. 
When I became principal the overall climate of the school was not 
good. With some teacher input, I developed a discipline policy handbook 
for teachers. This handbook included the rules of discipline for the 
school, what we expected in the school, and what students were expected 
to do. I used seme of my faculty meetings to foster workshops for 
teachers. At the workshops teachers actually dramatized student 
behavior that was not really negative, but merely a stage of child 
development. Through discussion and interaction, teachers learned to 
take a potential discipline problem and make it into a positive learning 
experience for both teacher and student. Teachers were taught to be 
flexible and adaptable in most situations of student discipline. 
Workshops were held for parents detailing expectations and 
consequences for misbehavior during which they suggested ways to 
implement the behavior policy. One part of the discipline code stated 
how students should address each other, address teachers, approach their 
homework, and how they were to behave in and out of school, because they 
were representatives of the community from the Theodore Roosevelt School. 
This handbook has been restated and updated each year. 
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At Theodore Roosevelt the students eat lunch without monitors and 
with only a few adult supervisors. Instead of having "lunch duty," the 
teachers are free to pursue their own needs. They do, however, provide 
games, extended classroom assignments, and other activities prior to 
picking their class up for recess. 
Another important aspect in invoking pride and belonging to the 
school is how the school appears to a student. Black young people need 
to see something attractive and pleasing in their school. Fortunately, 
a teacher proficient in art and I were concerned with art and bulletin 
boards. In 1974 we began an Art Appreciation Week. Every year 
the teacher would coordinate the efforts of all teachers in the school 
around a particular theme. Individual students would be exposed to art 
appreciation in a different domain. Because of financial problems, the 
district did not hire art teachers. All teachers at Theodore Roosevelt 
School became art specialists. Faculty meetings included art 
workshops. The young students expressed themselves artistically. 
They respected the work of other classes and teachers. No bulletin 
boards were destroyed or torn, and it presented a very positive 
appearance to visitors and parents in the community. The school became 
a showplace. 
My main goal in this area was to create a place that demonstrated 
a great deal of pride and stimulation for young people. They were 
motivated because of the color and the arrangement of various art 
projects. The art work was left up all during the summer. When I had 
interviews with new teachers, aspiring teachers, or parents, they always 
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commented on how well the building looked. In fact, one of the teachers 
who became a permanent teacher said she was willing to start in the 
summer because it looked so attractive. The building was fifty years 
old. 
Pictures of all the students were displayed in the school. 
Pictures of the students were pasted throughout the school on the name 
of the school letters boldy written in Old English lettering. The 
lettering of the school was used in order to build pride in belonging 
to the school. The pictures on the letters were also used as a "Memory 
Lane" for those students who frequently returned to visit. The memory 
wall is one of the most visited areas in the school by current and 
former students. 
To encourage teacher support and raise teacher morale and 
participation, a teacher was identified as Teacher of the Month. This 
was done for three years from 1976-1979. The teacher's picture was 
displayed throughout the school and a short biographical sketch of the 
teacher was noted listing his/her schooling, hobbies, children, family 
and hopes. 
I In order to promote positive contributions of Blacks in our 
society, a great effort was made to dramatize and emphasize Black History 
Month which takes place in February of each year. Actually, we 
emphasized Black History throughout the school year. Black 
artists and research work done by young people emphasizing the 
aspirations of Blacks in our society were displayed. Individual rooms 
in the school were renamed after famous Black people in America. Many 
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teachers actively worked on committees to coordinate the efforts and the 
directions for the celebration for that month. 
Theodore Roosevelt developed a musical program. The Glee Club 
visited the neighboring senior homes and churches to give concerts. 
Their involvement helped build positive community support. 
Attendance at our school is an important area of concern. If 
students do not come to school, they cannot learn. To encourage the 
students' performance and attendance in school, a teacher committee 
indicated month by month on a chart in the hall, the classes with the 
most days of perfect attendance. The class that had the highest 
attendance for that year received an award during the June awards 
assembly. This effort is still in effect. 
Every month letters were sent home to parents indicating what was 
planned regarding curriculum, trips, birthdays, and books that the 
students would be reading or using. In 1979, another way attendance was 
increased was by identifying the top student of the month. Each teacher 
selected a student in his/her class to be student of the month. 
At the end of the year the student became eligible to become student 
of the year. There were ten students chosen throughout the year 
and in the last month the teacher selected one of those students to be 
student of the year. Teachers continue to identify student of the 
month/year. Students and their parents look forward to this. 
Parents also were involved in selecting teachers of the 
month. They would select three teachers every month whom they thought 
should get that honor. I found these designations of students and 
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teachers to be effective. Students always tried to be selected 
student of the month. In 1978, an area was selected outside the 
principal s office as the Honor Roll Wall. The students' names were 
placed on this wall as they were selected to be on the principal's honor 
roll (91-100 percent average), or the regular honor roll (85-90 percent 
average) for each of the marking periods. Students congregated in the 
hall to see who had made the honor roll. This is a continuing practice 
at the school. 
Another aspect of classroom learning that we emphasized were 
field trips to New York City and other trips on the Long Island Railroad. 
Long Island areas of interest were important extensions of school 
learning. Invariably, students received letters of commendation from 
the places they visited for their behavior and manners. Many visitors 
came from other schools on the Island and in the City of New York. Many 
times people who visited the school expected to find young people running 
all over the place making the school look like a playground and not a 
place of learning. They commented many times on the kind of school 
behaviors that were demonstrated by the kids, and the parents and the 
teachers that they found in the school. The school became a place of 
wholesome living. 
Another important aspect of developing effective school improve 
ment is the area of testing. Because much of the categorizing of 
students is based on tests, it was important that students became test 
conscious and test wise. In 1978, the staff developed a form of monthly 
teacher tests where the teachers would develop, in grade level meetings. 
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questions and procedures that would inculcate different kinds of tests 
their students would face. Just the same way you train or coach 
students in sports, teachers trained and drilled children in the art of 
test taking. Students were given many different tests patterned after 
standardized format and state tests. 
The staff would assess test results every month to see how well 
the youngsters were doing. Teachers would identify the areas where 
remediation was necessary and then provide the needed remediation. Test 
results indicated that the test-taking practice was beneficial as test 
scores improved and continue to do so. 
Another aspect in creating a positive attitude towards school 
was to have the classroom teacher develop emergency lesson plans to be 
used when he/she was absent. The substitute teacher used those plans 
so that students would not be without instruction when their teacher was 
absent. Education is too important for students to miss a single day of 
instruction. 
Beginning in 1976, another activity which enhanced the climate 
was begun. Certain days in the month were designated as special days. 
For instance, What's My Name Day was one which the students especially 
enjoyed. Everyone was involved. Students would go through the halls 
with various sayings hanging from their body and others would have to 
guess who they were. We had Hat Day, where all students would create or 
wear different kinds of hats. Another fun time was Bird Day, where the 
various kinds of birds were identified and named by students. 
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In order to bring realism, interest and involvement to the 
school scene where students could experience school not as a rigid place 
where old, traditional, humdrum situations transpired, the staff 
attempted to add fun programs that children could participate in and 
see school as a place of fun. They learned how to play together, how to 
confront the new and the strange, use their imaginations, energies, 
enthusiasms, hopes and joys to a worthwhile end. The more things given 
children to do, to work with and handle, the greater the chance that 
they will get ideas that may be able to help them turn these ideas into 
symbols of success. The obligation and responsibility of those who 
work with children is to create conditions or programs in which children 
can find their own meaning and prepare for life. 
In addition to the plans that were incorporated into the school 
program, Awards Day, Grandparents Day, Oratorical Day, Poetry Day, 
Spelling Bee Day, Dress Up Day, and a host of other days, to which 
students looked forward so that they could participate, were scheduled. 
All students and staff were recognized on their birthday, and they had 
their pictures taken for the month they were born and displayed on our 
birthday wall. The staff also endeavored to contact and keep track 
of former distinguished graduates, and pictures and letters from them 
were displayed in our alumni hall. 
A staff workshop and inservice program on why assembly programs 
are necessary for schools was started. Assembly programs where students 
performed became a monthly occurrence. This was highly emphasized in 
all grades. An outstanding musical program highlighted the school and 
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culture of Black youth, and it had been effectively promoted throughout 
the school and community. Each year an effort is made to reach out into 
the community and highlight outstanding senior citizens and grandparents 
of the students in a very effective and appreciated program. Students 
have been encouraged to become members of our Newspaper and Writing 
Fever Program where their efforts are put on display monthly. 
There are a host of other activities used in order to create 
interest and pride and increase the proper attitude of the children and 
members of the school. Every sector of the school should exemplify 
learning and discovery. 
Epilogue 
Black students in elementary school have little context for 
understanding the effects of White racism. Most adults see that their 
children are being treated differently from the norm, and they resent 
this. Educators, especially Black educators, must be alerted to this 
kind of tendency. Black educators must be willing to go to the limit 
to see that the students under their charge are given the best that the 
American culture says that they ought to have. We also must be aware 
that children are being bombarded day by day on television and in the 
periodicals with the lifestyles that the American culture offers. They 
must be, therefore, aware of the fact that this culture should be a part 
of their heritage also. 
If I were to explain what I felt was one of the great 
contributions to our school program as far as enhancing success and 
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attitudes, I would say a great deal had to do with the various programs 
mentioned as far as things children and their parents look forward to 
each year. That, coupled with the math program we developed, and the 
emphasis we had on our reading program have all been part of the total 
picture in creating a positive school where all the constituents, 
students and parents could be very proud. 
There is no question in my mind that every part of the school 
should exemplify learning and discovery. Teachers, parents, and other 
educators observe student behavior as a result of the school atmosphere. 
They know when it exemplifies an attitude of pride and belonging to 
this particular school. 
As James Comer's School Power stated, "Change of this nature is 
difficult. Change requires an academic leader who has good understanding 
of the principles of teaching, a fine appreciation of human strengths 
and weaknesses, and good managerial skills. It also requires a good 
sense of timing and a bit of luck. But most of all it requires 
perseverance and a process development on which the next step can be 
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firmly based." 
As I look back on the Theodore Roosevelt School fran 1970 up to 
today, I am amazed at what has developed through the concerted effort 
of the teachers and the parents, and the students. There is no 
question that the school community is entirely different than 
when I first started. Teachers know what to do and what is expected of 
them. Students know from the first day when school opens in 
September, where to line up and how to act in the school. They attack 
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their homework knowing that there is going to be some follow through. 
The parents become involved from the first day of school as to what is 
expected of them. A guide was developed for many of the parents stating 
what the youngsters will be covering for the first semester of the school 
year. Teachers' goals and objectives for the school year must be in the 
office by the latter part of October and discussed with me. 
Theodore Roosevelt is a school in which teachers are very rarely 
seen walking in the hall with a cup of coffee. They are about business, 
and that is an important part of the whole atmosphere. Teachers are 
always ready to receive people into the classroom who would lend 
assistance in improving the classroom situation. There is, however, no 
time when teachers are interrupted from instructing students, because 
every minute spent with young people is valuable to their education. 
Another change in the school is how the staff has been able to 
demonstratively use the coordination of the reading and math labs in 
the every day operation of the school. I think an educational leader 
must have confidence in teaching people to do things that would be 
potentially positive for children. A program where teachers are 
developing learning situations and style in other areas and still are 
able to teach students reading and math is now in place. The program 
is called Learning Through the Arts. It is directed and taught by the 
coordinators for math and reading. Children are taken from their 
particular classrooms, given reading and mathematics and are also 
developing various projects in art and music that enhance their 
remediation of necessary disciplines. 
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These young people also have the cooperation of the classroom 
teacher and other students in developing other projects. Because of 
this interaction, teachers do not feel that they are being interfered 
with or their students are being jeopardized in losing valuable classroom 
time. The coordinators are adept at getting people to buy into their 
projects. It has worked successfully in the school. The students are 
learning through involvement in the arts. 
Staff, students and parents have all played a role in the 
changes at Theodore Roosevelt School over the years. These changes 
could not have been made by any individual or group without the input 
and cooperation of the others. 
CHAPTER VI 
COMPARISONS AND CONTRASTS 
Introduction 
A review of the research literature about Black principals in 
predominantly Black schools underscores the tremendous handicaps and 
disadvantages these principals have to cope with in order to create good 
schools where students can experience a reasonable amount of success. 
Usually in areas where Blacks or other minorities live there is a 
prevalence of poverty, a higher incidence of drug and alcohol abuse, 
lower public support for schools, and higher unemployment rates. 
There is usually a pattern of dilapidated buildings, and usually these 
are schools to which Black leaders have been appointed. The overall 
impact of White racism is a real factor for Black educators. Discrimin¬ 
ation affects his/her: motivation and resources, and it drains hope from 
current students. 
Black principals must respond as White racism in America adjusts 
to new social and economic realities. In areas where there has been a 
preponderance of Black students, districts have devised several plans 
to integrate students. The determination of some districts has 
created resistance and sometimes hostility on the part of Whites to keep 
schools racially isolated. Desegregation of some schools, changing the 
boundary lines and other means have created havoc, chaos and the creation 
of private schools to circumvent the law. Peter Goldman in his Report 
from Black America suggested the anguish Blacks experienced in the 
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failure of ghetto schools to adequately educate minority children. 
Given the parameters and the handicaps, and the facts of racism, 
what can be done to stimulate teachers, improve student achievement 
and success, and give hope to parents and communities? There are no 
simple answers or remedies. There are seldom quick solutions in the 
middle of a profound social change, but educators have to act step by 
step according to some plan of action. Leadership of schools cannot 
abandon children while waiting for answers. 
Leadership 
Appropriate and effective leadership is essential in any 
successful organization. Leadership characteristics or style, prior 
training, and the attitudes conveyed by the individual in the leadership 
position have impact throughout the entire organization. Blumberg and 
Greenfield describe at length various styles that principals bring to the 
position. They described a particular style close to my own: 
I guess, if anything, I don't perceive of myself as being in 
a role. I try to be as natural as possible, and natural means 
to me being as authentic as possible, or as genuine as I can be. 
It means being aware of what I'm feeling, and if appropriate, 
letting people know in terms of both positive and negative 
responses. I really enjoy my humor. I use that a lot with 
children and teachers. I'm very comfortable with the warmth 
I possess, and I will physically show warmth to children and 
teachers. I think that’s very important. My primary identity is 2 
that of a human being who happens to be the principal of a school. 
I feel my authenticity, particularly with minority children, 
conveys a message and meaning of caring. A feeling of comfortableness is 
easily expressed by humor, touch, and body language. Everyone has a 
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style of delivery that is important and evident. I do not feel that 
any person has one particular style that does not include elements of 
the other. A person may, however, possess more of one style than the 
other. Educational leaders, like referees or umpires, have to 
make judgment calls on the basis of the situation at hand. There is a 
base criteria they use to determine how they would react regardless of 
who it may affect on the ladder of educational organization. I compare 
my style to another style noted by Blumberg and Greenfield, that 
of a "juggler." The juggler established a base for decision making that 
he would not retreat from no matter who disagreed with his method. In 
my relationship to some teachers, the board, and most of the principals 
in Roosevelt, I used the style of the "value based juggler." Blumberg 
and Greenfield guote a principal in response to a question about the 
importance of the school board to a principal's work: 
. . .I'm long over being frightened of the Board. 
I think it is important they understand what we're doing, 
but that's about it.^ 
The principal made educational moves and decisions that 
established him as the educational leader of his school. These 
moves may have been different or novel to the district and even possibly 
threatening to his fellow administrators. This principal was 
direct in his comments when he said: 
I find it difficult to relate to other administrators, how 
they act or how they feel. I don't respect the way they 
ooerate. They are different than I; dull, dumb, noncreative, 
authoritarian, not open, mainly concerned with how to survive 
in the system. My concerns are decreasingly survival 
and more and more directed at getting some personal satisfaction 
out of what I'm doing. 
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I can relate to this because of the differences of 
style, strategies, and programs with my fellow administrators. I 
thoroughly enjoyed my role as a change agent in trying to create a 
school climate that would be productive for students. 
One of my fellow administrators was outspoken about 
some of the things being done in the math project. She even 
supported one of her teachers on the Professional Development Committee 
who said we were doing something to students that bordered on defiance 
of teachers' rights in dealing with students. Another principal had the 
opportunity to go along with our plan to teach mathematics cooperatively 
with his school, but he never suggested or demonstrated to his staff 
how it could work. When the students in the program made successful 
gains and made history in the State Regents, no other administrator 
recognized that the children had succeeded in an area where they had 
been predicted losers. 
Though there was community involvement and support over 
the union's protestations, the other administrators stayed on the 
sidelines and seldom offered any verbal support. If their behavior 
was channeled to demonstrate an attitude that children could be and 
were successful, it would have been a help. 
The attitude, as well as the degree of involvement of an 
effective principal is also very important. The Phi Delta Kappan study 
of successful schools concluded that "... evidence from the three sub¬ 
studies points to leaders' attitudes as far more important to school or 
success than other leader variables." The attitude of the program 
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school leader and the overall support given to a program or project can 
spell the success expected of the venture. In the initial and early 
stages of the math project, I attended all the workshop meetings. 
Teachers saw my belief and faith in the project. No leader can lead by 
merely demanding, but must set an example. Where there is an attitude 
of doubt the leader inculcates fear; where there is hope the leader 
encourages an attitude of strength and determination to do something 
with children in order to give them a measure of success and confidence 
to try. 
The Phi Delta Kappan study also suggests that the principal 
motivates, plans, monitors, and manipulates both external and internal 
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political forces. The Black principal must be a self-starter and 
visionary. Given the constraints, he/she must still come up with a 
gimmick or plan to stimulate and motivate those around him/her. 
Sometimes unusual strategies must be employed to ignite and convey 
concepts of worth and achievement. I used pride in dress, 
accomplishments of past students, a hall of fame of productive former 
students, visits and lectures from past students and other established 
persons to instill positive attitudes in students. 
The Black educator must plan and organize more in depth 
than his counterparts. In a world of chaos and disorganization, 
Black children must witness and be exposed to order, purpose and goals 
so they in turn can begin to see some symmetry in the organization and 
planning of their lives. The Black educator should have a firm grasp 
of what works in his/her school and how to go about using various 
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forces inside and outside the school to work for the betterment of the 
school. 
Successful principals have within their makeup the ability to 
gam and coordinate the forces necessary to bring positive change to 
their school. Effective principals or school leaders are active 
participants in the whole school program. The school leader must be 
observant and alert as to what occurs in the classroom and school. In 
this way they can interact effectively with the teacher. The Phi Delta 
Kappan study stressed that leadership was overwhelmingly consider¬ 
ed the key to a successful school or program. Without it a school 
faculty is nothing more than a handful of employees. With effective 
leadership there is no limit to what teachers can accomplish. 
Staff Development and Selection 
In effective schools it is important to create a method of staff 
development and selection that will bring stability and professional 
growth to the school. Through functional use of staff meetings at 
the Theodore Roosevelt School, we greatly enhanced the varied methods 
and techniques teachers used in their classrooms. The Phi Delta 
Kappan study supported this conclusion: 
Successful schools and programs frequently typically provided 
their staffs with opportunities for inservice training and 
development. Additionally, that training was most likely to 
be successful when it was targeted toward specific school or 
program goals. ^ 
Staff meetings at Theodore Roosevelt School were conducted with 
a brief introduction that first dealt with administrative matters and 
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then, for the next hour and a half, teachers demonstrated techniques and 
methods they had used successfully in their classrooms. Videotaped 
lessons were critiqued as to what worked well in the classroom and why. 
Workshops on using bulletin boards as a teaching device and ways all 
all teachers could be successful art teachers were presented. To 
increase proficiency in the teaching of math, reading and writing, 
monthly workshops were given in which there was active participation by 
all teachers. If students are to have an opportunity to be successful, 
adult staff members' perceptions and attitudes must change, and staff 
must be provided with opportunities for professional growth. 
Staff selection is also a very important factor in developing 
successful schools. Teachers with a vision of high student expectations 
and the confidence and determination to see to it that students succeed 
will change the failure syndrome we often see in many predominantly 
minority schools. 
There will be a struggle. Many doubts will arise, doubts about 
the difficulties of change. There will be inward struggle in the 
classroom—new curriculum, new concepts, new objectives. Ongoing 
conflict will involve how to best present changes. Will the students 
respond? Will the staff be receptive? Will parents be supportive? 
Unfortunately all teachers will not change. Seme actively 
resist change; some do the best they can and are supportive of 
the goals of the school and its program. Those kinds of teachers can be 
helpful in some areas of the total schoolwide program. Those who 
cannot and will not change have to be removed from the school. Their 
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presence will only be divisive and demoralizing to the rest of the staff. 
In order to make all children change for the better, school personnel 
must expose children to a better way of life and instill hope and 
expectancy in them. 
The Black principal must be sure to provide every opportunity 
for teachers to use teaching strategies that work for minority students. 
Black principals should be aware of what learning styles work best for 
minority students. All students can learn. The Black principal 
must see to it that teachers expect their students to excel and 
have high expectations for them regardless of their backgrounds. 
He/she must insist that teachers do not use the students' back¬ 
ground, lack of hone facilities, conditions of the community, or any 
other variable to impede their projection of what their students can 
achieve. 
There is adventure in teaching and seeking new techniques to 
reach students. Educators are fortunate to be teaching at a time of the 
passing of an old and traditional approach to teaching children. Today's 
teachers have the enviable position of being pioneers of new approaches 
to reach children in the pursuit of truth and positive attitudes about 
life in general. 
Curriculum 
Curriculum improvement for minorities must consider the objective 
situation and environment created by White racism. Black students need 
the tools and skills to deal concretely with this reality. Ideally, 
minority students could take tests based on norms for the language, 
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family environment, and background that they identify with. But this is 
not the case. Hence, students have to be trained to become test wise in 
the varied methods of test taking. Thus, test-taking practice 
becomes part of curriculum, and weekly and monthly tests, which provide 
test—taking practice must be administered to students. 
Teachers were offered many workshops in the area of reading. 
Trying to make students proficient readers is an exercise in determining 
what method of teaching is successful in mastering the written word. 
Successful elementary schools have reading programs that benefit teachers 
and students. Reading programs can be modified to make learning 
outcomes rewarding to children. Good teachers and principals must 
discover appropriate methods in the teaching of minority students by 
using the culture of the minority student as a way of instructing them. 
The approach used in teaching mathematics to the children at 
Theodore Roosevelt School was different. Mathematics was introduced 
first verbally as a total activity of the mind, where children could, 
through proper and correct teaching, learn to think clearly whether they 
be designated slow or identified as gifted. The math was introduced 
as an activity where thought processes were developed. The approach 
to mathematics was in opposition to traditional methods which had led 
to failure and fear of mathematics. 
No one wants to live and work in an unstimulating environment 
certainly not children. Art can be used as a medium to bring beautifi¬ 
cation to the school. Educators must search for ways children can 
and fame to themselves and others. By using pictures bring success 
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and the various methods of art expression a school can really stimulate 
and motivate students to want to be a part of something good and 
interesting. Also, a love for music can be used in the schools. 
Another important curriculum area for minority students is drama. 
Whether it be the participation in class plays, poetry exposition, 
science fairs or spelling bees, students get a chance to perform and be 
on stage. This is an important factor in a minority child's cultural 
experience. 
The academic curriculum may have to be adapted for some minority 
students because they come to school without the educational backgrounds 
usually found in middle class homes. The objectives to be mastered 
remain the same, but the learning styles of these students have to be 
understood and created to satisfy the learning needs of children. 
Nathan Wright, Jr. supports change in curriculum approaches stating: 
First there must be a change in the teacher-student 
relationship from the present authoritarian relationship 
in which the teacher presumes to know and hand down truths. 
Instead the relationship must become a dialogue in which each 
is learning from the other. It is obvious that our children 
are not learning from the present method and that it is 
stifling the curiosity and learning energies which they show 
outside the classroom. 8 
Leadership and White Racism 
In schools with a high degree of minority students, achievement 
results as prescribed or even mandated by state or national agencies 
are difficult to obtain. Black schools with Black educational leaders 
are given the same mandates by boards of education and states as are 
predominantly White schools in spite of the constraints. Society holds 
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low expectation for Black youth, but Black principals have to counteract 
this perception with the idea of high expectation for young people. 
Black educators have to also counteract high unemployment for Blacks 
in cities and also in the so called "ghetto free areas," such as Long 
Island. There is increasing evidence of Blacks and minorities entering 
the subculture of the underclass. Until very recently, the books used 
to teach Black students did not depict Blacks as part of the middle 
class. 
Minority students can achieve under the right conditions. Their 
schools must believe the students can be successful; there must be an 
instructional focus that is well articulated; the teachers must firmly 
believe that all children have the ability to master a subject, and, of 
course, the educational leadership behavior must be responsive and 
responsible for the outcomes of productivity and satisfaction attained by 
students and staff. Students in my school were expected to grow 
academically in every discipline, even though they did not meet the 
growth levels expected of them on standardized tests. 
What is attempted, demonstrated, and highlighted as acceptable 
characteristics of successful schools for students according to 
research, does not really tell the true story as it relates 
to minority schools and Black school leaders. The Black principal in a 
sense must serve a dual role. One role is easily noted and defined, 
while the other is often invisible in our society. 
Black educational leaders cannot write Black children off as 
unimportant to our society. They have to understand the fears, anxiety, 
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frustrations and anger of the Black youth. Minority students are 
bombarded with images and dreams that they feel they can never reach. 
The anger in every segment of our nation is about to spill over into 
violent confrontation between the haves and the have nots. The have nots 
are the underclass of our society who have little to lose. The haves 
are not free, however, because they fear the unknown. This knowledge of 
the reality of conditions Blacks live under is the other aspect of a 
dual role Black principals have to labor under and still maintain an 
educational program and style to meet the demands of society. Black 
principals did not create the social and political inequities, but they 
must develop methods and styles to deal with pervasive class and racial 
discrimination. 
Black leaders are told that in order to be effective they must 
provide an atmosphere or climate that is supportive for students and 
staff, but yet in many schools where there is Black leadership with a 
minority student body, students are confronted with apathy, poverty, 
violence, and drugs in their neighborhood, and they bring these aware¬ 
nesses to school. They are asked to sit still, pay attention, read 
stories out of books that do not relate to what they are confronted with 
each day. 
The one aspect of leadership that I can easily identify 
with is expressed by Roland Barth in Run School Run: "Leadership 
for me is reducing fear so that those in school may grow. No one 
9 
learns well under conditions of fear." 
For minority school leaders especially, fear can be a constant 
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preoccupation because many times in the area where their school is 
located there are run down conditions where crime, drugs, and violence 
are prevalent. The school leader is constantly alert because strangers 
may come into the building. He/she must be on guard for dealers trying 
to push their wares among the students. There is the possibility of 
older children coming into the school to molest children or retaliate in 
kind for a younger sibling or friend. The school leader is also aware 
that persons on staff may be physically confronted by an irate parent. 
There are all types of fears generated throughout the school, real or 
imagined that the principal by his/her awareness and keen sense of 
perception can recognize. Perceptive school leaders can do much to 
defuse and eliminate situations that can cause fear and anxiety among the 
school population. 
Fear is an awesome emotion to have, but it is worse when it 
controls a person's ability to function competently and naturally. 
Superintendents may possess fear toward the board; principals toward the 
Superintendent; teachers toward the principal; students toward the 
teachers, and many times parents toward the school community. Principals 
can minimize their fear by being authentic helpers of others and also 
doing what can be done as the principal to the very best of their 
ability. Barth concluded by stating: "Each of us has personal fears— 
fears that cannot be eliminated. But a principal can reduce rather 
than contribute to the fears of others so they do not become 
10 
debilitating." 
One of the main concerns of principals is raising the test scores 
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of their students. This is another role of the Black principal. 
Raising the test scores is a good objective and carries much 
weight, but given the overall inhibitors in many of our minority schools 
this becomes an almost impossible task, with the lack of resources, 
institutional racism, inequity in the distribution of funds per student, 
and many other factors, obstacles are created for the educational 
leader who tries to improve schools. 
Being a principal determined to do a successful job is difficult 
in a normal situation, but being Black complicates the problem. Black 
schools live under a dual role of White expectation and Black 
projections. An astute Black school leader must recognize the fact and 
support the accomplishment and background of his students, but at the 
same time create and develop skills in minority students enabling them 
to function in White society. In addressing this enigma, the Black 
principal must instill pride and order, create a positive atmosphere, 
and expose students to necessary basic skills in order to prepare 
students to compete. 
Minorities want jobs, better schooling, and housing. Due to 
the racism that prevails, large number of minorities do not possess 
the necessary skills early in life to prepare them for the job 
market so they can raise their standards of living. 
Numerous articles in magazines, newspapers and nationwide 
studies have examined the plight of minorities in education. 
Visionary Black leaders can become valuable resources for minority 
students. They would not merely be a group of professional retreads 
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confined by narrow labels, but persons capable of operating in 
several situations where they can make a difference in the 
lives of young people. There is a problem in America caused by racism 
that cannot be separated from the basic pattern of our lifestyle. If the 
life status of Blacks in America is to change, so must the basic fabric 
10 
of life in America. 
The nation's racial problems are complex and ambiguous. Many 
racial problems are deep rooted, and legislation alone will not solve 
them. The floynihan Report on the Black family helped reinforce 
stereotypes and did not take into account the same problems in 
White family life. Nevertheless, a vicious cycle of the low income 
Black family links to a matriarchal society ripped by desertions, 
separations, divorce, and illegitimacy. Further, Black dropouts, 
unemployment among Black males, and delinquency rates for Black 
youngsters suggest problems which persist into the forseeable future. 
As an educational leader I believe education can help to close 
the gap. That is why it is urgently important for Black educators 
to understand their roles and to accurately identify the problem. 
Defining the problem does not necessarily cure it. The evils of racism 
have left deep scars on all. Individuals must work together to eliminate 
them. 
Education and democracy have been parallel for us in American 
life, and in truth our schools exist for the purpose of educating young 
people for participation in a democratic society. One of the facets of 
democracy is cooperation. The happiness, success, and welfare of all can 
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be the concern of each. 
Educational leaders must view the future development of 
schooling for the masses as a vision of promise and hope. They must 
see and communicate to teachers the value and possibilities of good 
education and recognize where educators could fill gaps between the 
present and the desired state of enlightenment for all constituents in 
society. There will be many constraints in trying to develop an 
effective school, but educators must concentrate on what can be done 
to promote schools that will effectively cater to the needs of students. 
The visionary capabability of the school leader is critical. 
Blumberg and Greenfield in their declaration of value leadership in 
education stated: 
The critical ingredients in all of this are value leadership, 
vision, and the capacity to exercise "moral" imagination. . . 
Value leadership essentially involves increasing awareness 
among teachers and parents of what is possible within existing 
constraints and then working with those constraints to develop 
the consensus and commitment needed to close the gap between 
what is and what is not possible.13 
Where there is no challenge or a vision of expectation, then the 
children perish and never rise to higher heights or deeper depths. 
An honest and motivated educational leader must always strive to 
convey an image that tells young people never to give up hope. He/she 
must demonstrate a sense of vision concerning what can occur in young 
people's lives if they persevere. The leader must remain sensitive to 
the needs of students and be ready to support their high aims. 
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Reflections 
Although no one's autobiography offers a satisfactory guide for 
others, some aspects of my life experiences related to my role as 
principal in an elementary school. First, I learned self-discipline 
in my own education, and I have insisted that staff and students learn 
self-discipline. Second, racism has caused an anger and frustration 
among Black parents that often seems directed at teachers and adminis¬ 
trators, but they cannot take it personally. Third, school improvement 
requires collaborative efforts with teachers and parents in other to 
strengthen curriculum, build a positive and pleasing environment, and 
obtain support for ongoing changes. 
Further, a principal must recognize situational leadership— 
changing style and approach to fit the time and context. Black 
principals must show extraordinary sensitivity, especially to the 
victims of class and racial bias. They must learn to negotiate in all 
kinds of settings, presenting ideas clearly and non-technically for lay 
audiences. A school leader should be a solution-finder, offering 
immediate alternatives with an emphasis on developing a "can do" 
approach. Finally, Black school leaders must admit to some failures and 
shared responsibilities between individuals and institutions in order to 
present an honest and authentic picture of the strengths and weaknesses 
of schools serving low—income and minority neighborhoods. 
All of us at Theodore Roosevelt School can feel great satis¬ 
faction with what has developed through the years. We have gained 
to what successful schools ought to stability in our perceptions as 
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possess and the confidence in the future by acknc^ledging the need for 
judicious, sometimes radical change and by acting accordingly. We 
have become a school committed to service to our student body, especially 
in the economic environment in which we are located. In this pursuit of 
service, we have simplified the processes through which students must 
pass. More importantly, we have tried, all of us in the educational 
community, to become more sensitive to the needs, concerns, and problems 
of the students we serve. In the process, I expect we serve each other 
more sensitively as well. 
Our reputation at Theodore Roosevelt School has changed greatly 
in the last fifteen years. From a school of negative expectations and 
unexpected positive results, we have achieved the reputation of being an 
outstanding school. Reputations change slowly, but we are pointed in the 
right direction and making important progress in the lives of young 
people, their parents, and in the community. 
The change in our school image, the selection of staff, the 
staff development workshops, the continuing alterations in curriculum 
to meet student needs, and expanding community involvement, are all 
worthy achievements of the 1970s and 1980s. To stay ahead in our 
increasingly competitive educated community we must do some serious 
planning for the 1990s and beyond. We must be alert to the specific 
conditions that will confront us and what plans and insights we can gain 
through educated guesses for the future. 
Obviously, educators have some fairly solid demographic 
information now about the 1990s and beyond. For example, after a few 
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more years, the number of elementary school children will increase. A 
teacher shortage is likely. The proportion of the students in public 
schools who are minorities will increase significantly in those same 
years. 
The Future 
I certainly do not have any final answers for how to meet 
the next decade. The answers to the many questions will take some 
careful planning together. I do know that we cannot stand still or be 
merely responsive. We as educators have to be in the forefront as 
initiators of change strategies in our schools. Some thoughts about 
possible directions we ought to consider are as follows: 
First, educators must concentrate on and be receptive to the 
needs of the community as it relates to education from pre-kindergarten 
to post high school. There should be specific programs and projects that 
provide training for students and their parents who enter the education 
scene educationally retarded. I am hesitant to mention specific 
disciplines because the range is wide. Opportunities for school teachers 
and for those in health related fields are obvious examples, as are 
programs for home management skills. 
Second, we must identify those strengths in our schools that can 
be used to bring positive recognition to low income and minority 
communities and neighboring districts. Educators must say that, 
"Something good is happening at that school which is benefiting young 
people." This reputation can then make it possible for national and 
state attention to be focused on such a school or district which will 
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enable them to direct more economic and financial backing. 
Third, Black educators have to extend a commitment to minority 
communities so that Roosevelt is known throughout and across the state as 
a receptive, comfortable district where minority residents in a multi¬ 
cultural environment welcome together people from all parts of the world, 
and from all races and cultures, to learn together from one another. Due 
to the racist philosophies of the predominantly White institutions, there 
are continued difficulties and sometimes hostility toward minority 
communities. All deserve better. Citizens in Rooselvelt or other 
minority communities can be leaders in providing a better environment. 
Teachers and educators who work with minority students should examine 
their own attitudes about the ability factor of minority students to 
achieve. The behavior of the educator will change as they interact with 
minorities. 
For a better and more comfortable environment for minorities it 
is also important to have more role models in our schools and community 
that point out to young people the level of productivity they can aspire 
to. This may be a difficult thing to do in the immediate future in 
education because the number of minorities entering the profession is 
small and declining. There must be a marked effort to contribute to the 
improvement to that number. The larger communities and recruitment 
efforts must help in attracting minority people to the teaching 
profession. Each professional adult should become sensitive to this need 
and urgency in the recruitment of minority students, particularly to the 
field of education. Neither the presence of more role models nor 
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the recruitment of minority students is as difficult to achieve as 
the creation of a truly harmonious community with mutual understanding 
among all groups. This is really the key to the overall environment we 
seek. 
The tendency for a member of an oppressed group (indeed the 
reality in certain situations) is to attempt to do everything better than 
anyone else. In effect, to make the job a "one woman" or "one man" show. 
This can happen to a Black educator who assumes a position of power 
largely reserved for Whites—a school principalship. In fact, the 
realities of education in schools to which Black leaders are often 
assigned can further this expectation. 
There are so many problems and so many inequities that the 
principal may try to personally influence or direct all parts of the 
school. This creates a powerful professional dilemma of leadership and 
change. So much needs to be done, and the Black principal can feel 
compelled to do it. At the same time, every individual is limited to 
what she or he can reasonably do or successfully institutionalize. 
Black principals must emphasize symbolic leadership to even a greater 
extent than other leaders. 
Conclusion 
Because of my many years in education and the research I have 
participated in in the last few years, I have come to better understand 
the dynamics that reflect heavily on the schools as they seek to meet 
the needs of young people. The heavy overtones of caste, class, racism, 
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economics, unions, politics, poverty, and housing, to narmi a few, are the 
prime factors that make good education a difficult commodity for the 
average student and much more for minority students. I have been greatly 
encouraged, assisted, and stimulated to broaden my leadership abilities 
and become an advocate for school change. Schools can serve as a means 
of fulfilling hopes of children in order to better prepare them for the 
dynamics of life and the realism of our society. 
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APPENDIX A 
Roosevelt Before the Princeton Plan 
(Community Profile of Roosevelt Community Action Program Report, 1965) 
Ethnic Composition 
HARRY D. DANIELS SCHOOL 
GRADE WHITE NON-WHITE TOTAL 
Kindergarten 107 97 204 
1st 85 87 172 W-52.25% 
2nd 63 49 112 NW-47.74% 
Total 255 233 488 
WASHINGTON-ROSE ANNEX 
2nd 9 39 48 
3rd 0 56 56 W- 8.65% 
Total 9 95 104 NW-91.34% 
THEODORE ROOSEVELT SCHOOL 
Kindergarten 1 79 80 
1st 1 71 72 
2nd 2 65 67 W- .95% 
4 th 0 71 71 NW-99.04% 
5th 0 52 52 
6 th 0 75 75 
Total 4 413 417 
CENTENNIAL AVENUE SCHOOL 
Kindergarten 90 8 98 
1st 60 4 64 
2nd 65 6 71 
3rd 63 2 65 
4 th 57 4 61 
60 5 65 W-87.02% 
v»I 1 
6 th 52 4 56 NW-12.97% 
Remedial I 4 11 15 
Remedial II 1 13 14 
Remedial III 4 11 15 
Total 456 68 524 
WASHINGTON-ROSE SCHOOL 
3rd 83 62 145 
4 th 81 74 155 W-55.36% 
5th 80 58 138 NW-44.63% 
6th 71 61 132 
Total 315 255 570 
DISTRICT TOTALS 
(Elem) 1039 1064 2103 W-49.42% 
NW-50.57% 
APPENDIX B 
Roosevelt After the Princeton Plan (Community Profile 
of Roosevelt Community Action Program Report, 1965) 
School 
1. Jewish Center 
2. H.D. Daniels Primary 
3. Washington-Rose 
4. Centennial 
5. Theodore Roosevelt 
Special 
Grades 
Kindergarten (All of District) 
Grade 1 (All of District) 
Grade 2 (All of District) 
3 (All of District) 
Grade 4 (All of District) 
5 (All of District) 
Grade 6 (All of District) 
Classes- (All of District) 
ESTIMATED RACIAL BALANCE 
September, 1966 
Total 
School Enrollment 
Percentage 
White 
Students 
Percentage 
Non-White 
Students 
Jewish Center 375 51 49 
H.D.Daniels Primary 327 48 52 
Washington-Rose 635 47 53 
Centennial 579 49 51 
Theodore Roosevelt 325 47 53 
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APPENDIX C 
RALLYING 'ROUND ROOSEVELT TEACHERS 
By Sylvia Carter 
October 19, 1972 
(Newsday) 
Roosevelt Representatives of teacher organizations from as far 
away as Port Jefferson and as near as Freeport came here yesterday to 
demonstrate their support for the Roosevelt Teacher Association's 4-day 
old strike. So did Albert Shanker, co-president of the New York 
Congress of Teachers. 
As Shanker, accompanied by the local group's president, walked 
down a center aisle of the Roosevelt Youth Center where the striking 
teachers were holding a rally, they stood and applauded. The applause 
escalated to wild foot-stomping and whistling at one point during 
Shanker's speech when he said: "As you stay out on strike, people ask is 
it worth it? . . . what you're determining is not just this contract, 
but how you're going to be treated in the one after that and the one 
after that." 
"NO one in the Roosevelt system," Shanker promised, "Will ever 
have to think about returning (to work) because they can't meet a 
payment on car or a home." He said that the Congress of Teachers, 
"200,000 strong," would support any of its teachers, financially and 
legally, for as long as necessary. The Roosevelt association's 
president, Mrs. Vera Lehman, said that the association would seek the 
Congess' aid for teachers paying interest on loans, food, if necessary. 
The striking teachers have been fired by the Roosevelt School Board, but 
they were paid last week for the previous two weeks' work. An 
Islandwide rally of teachers is scheduled here Thursday. 
Contract talks between the teachers and the board broke off late 
Sunday night and no further meeting has been scheduled. The board 
offered a one per cent raise for the first year of a two-year contract. 
Ms. Lehman said the teachers regard this as a two per cent pay 
reduction, since the offer was made on the condition that the teachers 
give up their demand for the three per cent retroactive pay increase 
that they claim has been owed them since last November under the old 
contract. 
While the rally was going on, calls from teachers seeking to be 
hired to replace the striking teachers were coming into Roosevelt "thick 
an fast," School Superintendent James Galloway said. He said that three 
interviewers had worked all day yesterday and that they would start on 
recruiting trips today. He said that 35 teachers had been interviewed 
by the end of last week and that nine had been hired by yesterday 
afternoon. Yesterday, Galloway said, 124 parents, high school 
volunteers, non-striking or newly hired teachers and para-professionals 
filled in for the teachers in the district's schools, which have 
remained open. 
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After the union rally, Ms. Emily Moore, a former Roosevelt 
teacher, stopped Shanker. "What happens if the board keeps their 
position?" she asked him. "You probably won't have a school system," 
Shanker answered. "What happens to the young people?" Ms. Moore asked. 
"The board of education will change its mind," Shanker said, "they do 
everywhere." 
Ms. Moore and a number of other residents say that they are not 
"taking the board's side," but that Roosevelt—with the second highest 
tax rate in Nassau County—simply cannot afford to pay higher school 
taxes. 
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APPENDIX D 
SCHOOL AND CLASSROOM PROCEDURES FOR EFFICIENT MANAGEMENT 
Earl Mosely 
1. Teachers are to leave daily attendance count on flap of desk each 
day before leaving school. 
2. Prepare a substitute folder for the substitute's use to make the day 
easier and to make the students' day profitable. 
Include the following information in the folder: 
1. What you do the first thing in the morning. 
2. Where records or attendance cards may be found. 
3. Type of books you are using and where they may be located. 
4. Reliable students or helpers. 
5. Copy of your daily program. 
3. Letters to parents. 
4. All upper grade classes in the main building and Room 3 are to enter 
the school by the boys' side or north entrance of the building. 
5. All primary grades enter by the cafeteria entrance or by the 
portable buildings. 
6. All students in the portables are to enter by the cafeteria and go 
directly to their classes when it is coldf raining, or snowing. 
7. No students are to be in the building before 8:25 A.M. without a 
specific reason or activity. 
8. During inclement weather students in the main building are to line up 
in the gym and students in the primary wing and the portable buildings 
are to assemble in the cafeteria. 
9. Teachers are to proceed to the designated areas for your students 
and escort them to your classroom. 
10. After lunch, during inclement weather, teachers are to pick up the 
students from the cafeteria and return to the classroom. 
11. After lunch teachers may escort their classes to the playground for 
1/2 hour play period and then return to the classroom. 
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APPENDIX E 
N.Y. AMSTERDAM NEWS SATURDAY, July 10, 1976 
ELEMENTARY STUDENTS PASS REGENTS EXAM 
It just didn't seem possible. How could 34 out of 51 randomly 
selected fifth and sixth graders of a Roosevelt, Long Island elementary 
school pass an algebra Regents exam intended for ninth graders? What 
enabled this group of students who had previously scored below average 
on tests for their own grades, to do substantially better than the ninth 
graders? Who had transferred them from underachievers into high 
scorers? 
The answer lies with a man and his method. In 1973, Everard 
Barrett, associate professor of mathematics at the State University 
College at Old Westbury started to train several math teachers in the 
Theodore Roosevelt Elementary School in new teaching technigues. He met 
with these teachers two to three hours a week on a voluntary basis and 
soon their students were learning math as they never had before. 
Finally, in June of this year the first test for Barrett's 
success arrived: The youngsters, who had been third and fourth graders 
when first introduced to his method, were now prepared to take the New 
York State Algebra Regents Examination. Astonishingly, 67 percent of 
them passed as compared with only 25 percent of the ninth graders who 
took it. 
One can look back to Barrett's sessions with the teachers for 
the reason. He urged them to stress "links and dynamics" instead of 
encouraging students to learn by rote. "In our current system," he 
explained, "students must learn to add, subtract, divide, and multiply 
at different times. Things that are naturally related in mathematics 
are not exploited.... An educator should be in tune with how people make 
logical connect ions--that is far more important than memorization." 
Barrett would like to see a radical altering of the teaching of 
mathematics in all schools in this country. He started in Roosevelt, 
he explained, merely to show that Blacks were capable of such an 
achievement. There is no indication from the State Education Department 
however, that such a program is likely to come about in the near future. 
Communi y, reaction for the most part has been favorable. 
A parents group, the Theodore Roosevelt Mathematics Association, was 
formed to ecourage the implementation of Barrett's program in other 
schools in the district. Philip Dennis, acting School Superintendent, 
hadmany calls and questions from other districts' administrators when 
the results of the Regents exam became known. 
The program, however, has not been complete y wi ou . 
P has insisted so far that he work exclusively with 
156 
of a letter written to the union of college professors to which he 
belongs by a teacher who complained that he was engaging in 
discriminatory practices. 
In spite of the many inquiries directed to Superintendent 
Dennis, Earl Mosely, principal of Theodore Roosevelt Elementary 
School, says that he has not received one call from fellow Black 
administrators congratulating him on the success of his students. Both 
Mosely and Barrett believe that this reluctance of Black educators to 
support the program might be due in part to pressure from influential 
whites. 
Competent Models 
"I don't intend to limit my work to Black children and 
teachers," Barrett revealed, "but I felt at first it was necessary to 
provide competent Black models (the teachers) to these students (Black 
students,) some of whom could not do basic addition when I first met 
them." 
Austin Roper, spokesman for the Theodore Roosevelt Math 
Association agrees with Barrett. "If Black children can achieve some 
excellence in math, it would change a longstanding belief among Black 
and White educators." 
The belief among parents and teachers in Roosevelt is that, at 
the very least, the new math program has served a precious function for 
Black children. "It has shown these kids very early," Earl Mosely 
comments, "that success can be a way of life." 
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APPENDIX F 
PROFESSIONAL. DEVELOPMENT COMMITTEE MEETING MINUTES-NOVEMBER 5, 1975 
MEMO 
TO: Dr. Bowens 
FROM: Mr. Wolk 
DATE: November 5, 1975 
RE: PDC minutes pertinent to the pilot math program at the 
Theodore Roosevelt School 
Mosely began discussion of the pilot math program at T.R. by 
stating that the common phrase "Black Math" was a misnomer. This 
program, he continued, was a voluntary program established during the 
summer of 1973 to get students to "like and be successful in math." Ms. 
Lehman asked if the Board of Education had approved such a program. 
Mr. Mosely stated that he did not need Board approval for a program 
within his school. In addition, principals can and do initiate programs 
within their respective schools without Board approval. Ms. Lehman 
raised the question of racial aspects concerned with the program. Mr. 
Mosely explained that there are no white teachers in the program at this 
time,although there are some white students in the program. Mr. Mosely 
believes that fewer minority teachers specialized in the area of math 
and therefore need the extensive training in this area. Ms. Lehman 
asked if the teachers were paid. Mr. Mosely replied that they are not 
and were not paid. Dr. Bowens and Mr. Mosely stated that a special test 
was administered to the students in this program in addition to the 
regular distict-wide test. Ms. Lehman and Ms. Blue expressed their 
concern if this is a segregated program. Mr. Mosely stated that 
evaluation and diagnosis of the program will occcur in June 1976. Ms. 
Lehman asked if the parents have met with the program director outside 
of school. Mr. Mosely replied that they had. Ms. Lehman then asked in 
the statement that "students were told to ignore homework assignments 
given by white teachers" was correct. Mr. Mosely indicated that it was 
not a correct statement. Ms. Blue stated that she had heard a parent s 
comment that students were told to ignore homework assignments 
white teachers. Ms. Lehman asked if individuals who are not employed by 
the Districtcan conduct programs in the district. Dr. Bowens cited the 
precedent of a gentleman sponsored by BOCES who conducted a Human 
Developmnt Program in the district on three occasions. Mr. Mosely 
mentioned other examples such as artists and athletes. Mr. Mosely 
stated that tutorii^ was confined to after-school hours although it was 
held within the school. 
At- t-he next meeting, the PDC will discuss the idea of a _ 
functional committee to evaluate and make recommendations 
various programs and/or future programs in the district. Ms. Baron 
suggested that the PDC evaluate current programs. 
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APPENDIX G 
BARRETT MATH PROGRAM—PARENT EVALUATION 
1. Did you approve of the Barrett Math Program? 
X Yes No 
2. Why were you supportive/non supportive of the program? 
"In today's increasingly technological world, it is essential 
that our children be prepared to succeed. The Barrett Math Program 
equipped Janice and the other children with the necessary skills to 
use logical thinking in problem solving. 
Among all of the staff involved in the program, I saw a commitment 
and a sense of caring which was communicated positively to the 
students." 
3. As viewed by the parents and the community, was the program able to 
provide the school with a certain degree of pride for 
students? X Yes No 
teachers? X Yes No 
parents? X Yes No 
4. Due to student involvement in the Barrett Math Program, please 
briefly describe how you were able to identify the growth in pride, 
attitude, and achievement of - 
students 
"The students developed a sense of confidence and a 'hard for 
you, easy for me" attitude with their own, as well as their peers 
successes." 
teachers 
"Along with the reward of seeing their students excel, the teachers 
also gained new skills." 
school 
"The Theodore Roosevelt School, under the leadership of a Prine^ 
who had the Eoresight^nd courage to expose^is student^ ^ ^ 
SS results' o f 3pa r tici pant^ of° the1 prog ram, have led to a sense of 
pride for all concerned." 
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APPENDIX H 
BARRETT MATH PROGRAM TEACHER EVALUATION 
1. Did the math program strengthen your ability to teach math? 
Yes_X No 
How and in what way was this done? Explain. 
"This unique math program was an explosive catalyst to my 
ability to teach Math. Through Mr. Barrett, I was able to teach simple 
to complex concepts ranging from basic arithmetic to trigonometry. The 
program instilled in me the teaching skill to always 'build from what a 
student knows to what he doesn't know.' Previous to this program, I 
never would have fathomed teaching the varied levels of math with such a 
level of success. I improved greatly in teaching, especially 
computation skills and verbal word problems. 
2. To what extent did the math program help you? Please explain. 
"As I became more competent, my students became more competent. 
As a result, my confidence as a highly effective teacher began to 
increase to the point where I feel I can teach difficult subject matter 
always keeping in mind the building processes learned in the Barrett 
program. For the first time I enjoyed math because I understood the why 
and was able to also help my students understand. I gained confidence 
and skill in an area I once shied away from." 
3. As a result of the math program did you see it having any effect on 
the overall school attitude? If so how? 
X Yes No _ 
a. Teacher (explain) 
"Almost a decade has passed since the initial ground work was 
instituted at T.R. However, the individuals who took part in the 
program and find it easy to reflect on the high level of enthusiasm, 
dedication, sacrifices, confidence, excitement and attention we all 
experienced•" 
"There were numerous accounts of success from individual 
students'growth, to passing the 9th year Regents (which had never been 
accomplished before with a group of minority 5th and 6th graders), to 
television coverage and newspaper articles." . 
"Theodore Roosevelt definitely had something to be proud of. 
The students, teachers, administration and parents were 'Talking 
Proud.'" 
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"One incident which increased my class' positive attitude was 
the visit of a math instructor from Liberia, Africa. At this point the 
students felt they could do any math problem possible. They challenged 
him to solve an algebraic equation which when written covered more than 
half of the blackboard. Of course, he was surprised because he felt it 
was too difficult for fourth graders to even know how to write the 
expression much less to solve it. He accepted the challenge, however, 
there was one stipulation. He would need paper and pencil—they would 
do it mentally. The results—the class solved the problem with the 
correct answer before he finished. They surprised themselves. At this 
point they were ready to tackle Mt. Everest!" 
"Individual classrooms also had a very cooperative spirit—we 
all worked together to help each other many times after school and on 
weekends." 
4. To what extent did the Math Program tend to encourage or motivate 
students to understand math, reading, social studies, etc.? 
Please explain— 
"In order to achieve success in the Math program a certain level 
of discipline was required. The program encouraged individuals to 
concentrate, to apply skills learned and to double check for errors. In 
many cases this helped many students to use the same processes in other 
subject areas. Those who accepted the discipline found success in 
looking for details when reading for comprehension. Also, map skills, 
graphs and chart reading improved. They were being trained to arrive at 
a solution to a problem. Those who weren't as successful did at least 
gain a longer attention span or tolerance level. 
5. Has your involvement in this particular program helped your career 
or related areas? 
X Yes No 
How? (Please explain) 
"My involvement afforded me the opportunity to be a Consultant/ 
Math Program Developer using these math skills in several elementary 
schools. As a result I realized my ability in this area and look 
forward to working in this capacity in my present career as an 
Educator/Child Care Worker. 
6. In what ways were the parents supportive of the program? 
"Parents were very supportive—some to the extent of attending 
and observing the procedures in class so they were better equipped to 
helD their child with homework assignments. Many made sure homework 
SSSlS skills ^Tthem'never had the opportunity or ability to 
learn." 
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APPENDIX I 
BARRETT MATH PROGRAM EVALUATION—BOARD MEMBER 
Please respond to the following: 
As you viewed it from your position on the Board— 
How did the Barrett Math Program influence the academic progress for: 
Students? 
"The Barrett program gave students a sense of self-confidence with math 
which bordered on the cocky. They loved participation in the program 
because, in very short order, they found themselves moving from poor and 
mediocre math students, to good and excellent math students. 
They were happy to spend hours after school—and in the classroom they 
were all eager to be called upon, and anxious to be chosen to go beyond 
a simple answer from their seats to going up front, and working it out 
on the backboard for their peers. 
Since math is the traditional 'bug-a-boo' course for a great number of 
students, miraculous, almost instant 'power' over math (and I think it 
was seen as that by students) was also, instant power over courses, so 
that improvement in other academic areas often occurred. 
New, never-expected self-confidence was the greatest gift that the 
Barrett system gave to students." 
School? 
"Other schools in the system quickly began to call for the system. 
Where it was instituted, almost immediate progress could be charted. 
On the other hand, controversies began to develop, which were embodied 
by such questions as: 
1) Is it right, or legal to screen only black teachers to be trained 
to teach the method? 
Is it fair to place the system in some schools, but not others; m 
sJ’ciLsro^ oE those schools, but not with others?~V*>y the T.R. 
School? 
3) Is Mr. Barrett 'qualified' to take on the training 
responsibilities that the Board has permitted. 
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4) By endorsing the Barrett Program, is not the Board voting 'no 
confidence' in the math department of the system? 
In my opinion, the Barrett Program improved upon the school's ability to 
transmit mathematics learning to students. Two and three years before 
some students would normally take regents' exams in math, they were 
taking them, and scoring extraordinarily high. 
Administrators of other schools began to ask about having the program in 
their own schools, too." 
Community? 
"I simply cannot recall the issues raised by the several factions in the 
community. The Black politicians were Republican lackies, and generally 
attempted to stir up community unrest with any steps taken by the Board 
under Prathia Wynn's leadership. Her strength and foresight, coupled 
with her love for our children, and for the right, were equal to all of 
their charges and their attempts at denigration." 
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APPENDIX J 
BARRETT MATH PROGRAM STUDENT EVALUATION 
1. It did raise my expectations in the "I Can Do" attitude. 
Yes__X__ No_ 
Please explain— 
"My expectations were raised tremendously because I was rather 
hesitant when I learned that I would be taught 8th and 9th grade 
mathematics before I had completed 5th grade math. Through the 
exceptional faculty and staff which instructed me, I was assured 
that "I could (and still can) do it!" 
2. I was able to expand my successes in other areas. 
Yes X No 
Please explain— 
"My success was expanded in other areas. This included subjects 
outside of math. I told myself that if I was chosen to be taught 
advanced math and I understood it, then why shouldn't I easily be able 
to excel in other subjects on my grade level. This attitude was 
eventually obvious in the results I received in other subjects 
throughout the remainder of elementary school on to Jr. High, High 
School and now college." 
3. Did you feel that the Barrett Math Program played any significant 
part in your educational experience? 
Yes X No 
Please explain— 
"I definitely feel that the Barrett Math Program has played a 
significant part in my educational experience. Throughout the 
instruction of 9th grade algebra, while I was in the 5th, 6th and 7th 
grades, I gained a sense of pride where I felt special for being 
selected as one of the first for an experimental program. Then as a 
result of the program, I passed the State Regents exam on the first try 
while only in the 7th grade. Because of this experience, even now as I 
am venturing through college, I have derived a unique sense of 
excellence and determination." 
SELECTED BIBLIOGRAPHY 
Adler, E., and McCarthy, D.P. School Improvement Project; The Case Study 
Phase. New York: Office of Education, N.Y. City Public 
Schools, 1979. 
Adoff, Arnold, Black on Black: Commentaries by Black Americans. New York: 
Collier Books, 1968. - 
Afton, Alex. "Perceptions of the Principal's Role." National Association ' 
of Secondary School Principal Bulletin 58 (September 1974): 
Barrett, Everard. "Barrett's Pedagogy and Curriculum for Computational 
Facility Kindergarten through Fourth Grade." New York, 1976. 
(Photocopied.) 
Barth, Roland. "How to Ensure an Effective Principal." National 
Elementary Principal 59 (March 1980): 10-12. 
Barth, Roland. Run School Run. Cambridge: Harvard University Press, 
1980. 
Blumberg, Arthur, and Greenfield, William. The Effective Principal: 
Perspectives on School Leadership. 2nd ed. Boston: Allyn and 
Bacon, 1986. 
Brookover, Wilbur, et al. Creating Effective Schools. Holmes Beach, FL: 
Learning Publications, 1982. 
Brookover, Wilbur B., and Lezotte, L. W. Changes in School Character¬ 
istics Coincident with Changes in Student Achievement. East 
Lansing, MI: Institute for Research on Teaching, Michigan State 
University, 1979. 
Brookover, Wilbur B. and Schneider, J.N. "Academic Environments and 
Elementary School Achievement." Journal of Research and 
Development in Education (1975): 82-91. 
Chapman, Robert L. "The Role Expectation of the Black Urban Principal 
as Perceived by Himself, Significant Other Black Administrators 
Influential and Other Active Community Persons." Ed.D. disser¬ 
tation, Pennsylvania State University, 1973. 
Clark, Kenneth. Dark Ghetto: Dilemmas of Social Power. New York: Harper 
and Row, 1966. 
164 
Clark, Kenneth. 
New York 
The Educationally Deprived: The Potential for 
: Metropolitan Applied Research, 1972. 
Change. 
Coleman, James A. Equality of Educational Opportunity. Washington, D.C- 
Government Printing Oft ice, 1966. -lin9™n, u.L. 
Canbs, Arthur W. Myths in Education: Beliefs that Hinder Progress and 
their Alternatives. Boston; Allyn and Fumnf iQ7Q 
Caner, James. School Power. New York: Free Press, 1980. 
Coner, James, and Poussaint, Alvin. Black Child Care: How to Brine Un a 
Healthy Black Child in America. New York: Pocket Rnokgr 107c; 
Conant, James B. Slums and Suburbs. New York: Signet Books, 1969. 
Conant, James B. The Education of American Teachers. New York: McGraw 
Hill, 1963. 
Damerall, Reginald. Triumphs in White Suburbia. New York: Morrow and 
Canpany, 1968. " ~ 
Dollard, John. Caste and Class in a Southern Town. New York: Double Day 
Anchor Books, 1957. 
Drake, St. Claire, and Cayton, H.R. Black Metropolis: A Study of Negro 
Life in a Northern City. New York: Harper Row Torchbooks, 1945. 
DuBois, W.E.B. The Souls of Black Folks. Greenwich, CT: Fawcette 
Publications. 
Dwyer, David C.; Barnett, Bruce G.; and Lee, Ginny V. "The School 
Principal: Scapegoat or the Last Great Hope?" in Leadership. 
ASCD Yearbook, 1987. 
Edmonds, Ron. "Effective Schools for the Urban Poor." Educational 
Leadership 37 (October 1979): 15-27. 
Edmonds, Ron. "Programs for School Improvement: An Overview." Educational 
Leadership 40 (December 1982): 3-4. 
Edmonds, Ron, and Frederiksen, J.R. Search for Effective Schools. 
Cambridge: Harvard Center for Urban Schools, 1979. 
Ellison, Ralph. Invisible Man. New York: Randan House, 1952. 
Fairman, Marvin, and Haddock, Jerry. "Eight Steps Toward Better Student 
Attitudes." National Elementary Principal 61 (Fall 1981): 
35-37. 
165 
Frazier, Franklin E. Black Bourgoisie: The Rise of the Middle Class in 
the United States. New York: Collier Books, 1957. 
Fullon, Michael. "School District and School Personnel in Knowledge 
Utilization." In Improving Schools. Edited by Leming and 
Kane. Beverly Hills, CA: Sage Publications, 1980. 
Gentry, Atron, et al. Urban Education: The Hope Factor. Philadelphia: 
W.B. Saunders Company, 1972. 
Ginzberg, Eli, and Eichner, Alfred. The Troublesome Presence. New York: 
Mentor Books, 1964. ~ ' 
Glenn, B.C. What Works? An Examination of Effective Schools for Poor 
Black Children. Cambridge: Center for Law and Education. Harvard 
University, 1981. 
Goldman, Peter. Report on Black America. New York: Simon and Schuster, 
1969. 
Good, T.L., and Grouros, D.A. "The Missouri Mathematics Effectivness 
Project: An Experimental Study in Fourth Grade Classrooms." 
Journal of Educational Psychology 71 (June 1979): 31. 
Goodlad, John I. A Place Called School. New York: McGraw Hill, 1984. 
Goodlad, John I. The Dynamics of Educational Change. New York: McGraw- 
Hill, 1975. 
Goldstein, Robert. The Negro Revolution. New York: Signet Books, 1969. 
Gregory, Dick. No More Lies. New York: Harper and Row, 1972. 
Gregory, Leonard L. "Synthesis of the Case Studies." In Why Do Seme Urban 
School Succeed? Bloomington, ‘IN: Phi Delta Kappa, 1980. 
Grier, William and Cobbs, Price M. Black Rage. New York: Bantam Books, 
1968. 
Handon, James. The Way Spozed to Be. New York: Bantam Books, 1969. 
Harrington, Michael. The Other America: Poverty in the United States. 
Baltomore, MD: Penguin Books, 1963. 
Holt, John. The Underachieving School. New York: Dell Publications, 
1968. 
Holt, John. What Do I Do Monday. New York: E.P. Dulton Company, 1970. 
166 
Johnson, Susan M. "Collective Bargaining at the School Site." Paper 
prepared for the conference "Creating Conditions for Effective 
Teaching" University of Oregon, July 1981. 
Kelly, William P., and Tomhave, William K. "A Study of Math Anxiety/Math 
Avoidance in Pre Service Elementary Teachers." Arithmetic 
Teacher 32 (January 1985): 51-53. 
Knowles, Louis and Prewitt, Kenneth. Institutionalized Racism in America. 
Englewood Cliffs, NJ: Prentice Hall, 1969. 
Kozol, Jonathan. Death at an Early Age. New York: Bantam Books, 1968. 
Kuratt, Richard C. "Viewpoints." National Elementary School Principal 53 
(April 1974): 38-40. 
Leacock, Eleanor. Teaching and Learning in City Schools. New York: 
Basic Books, 1969. 
Lcmay, Louis E. The Negro Revolt. New York: Signet Books, 1963. 
Magee, Carleton. Black Education in New York State. Syracuse, NY: 
Syracuse University Press, 1979. 
Malcolm X. The Autobiography of Malcolm X. New York: Grove Press, 1966. 
Meyers, Donald A. "The Declining Power of the Principal." Educational 
Digest 40 (December 1974): 1. 
Mydral, Gunnar. An American Dilemma: The Negro Problem and Modern 
Democracy. New York: Harper and Row, 1962. 
Newsday, 21 May, 1976. 
Phi Delta Kappan. Why Do Seme Urban Schools Succeed? Blocmington, IN 
Phi Delta Kappa, 1980. 
Purkey, Stewart C., 
Elementary 
and Smith, Marshall S. "Effective Schools. 
School Journal 83 (Fall 1983): 427-452. 
II 
Rainwater, Lee, ed. Moynihan Report and the Politics of Controversy 
Cambridge: M.I.T. Press, 1967. 
Reller, Theodore L. Educational Administration in Metropolitan Areas. 
Blocmington, IN: Phi Delta Kappa, 1974. 
_ . _ __ Tir-han Education Task Force Report: Final Report to the 
RlleS' Jf^STHialth. Education and vfct«r», New toK: Praege?, 
1970. 
167 
Roosevelt School District. "District Census Report 1980." Roosevelt, 
NY: Roosevelt School District, 1980. 
Roosevelt School District. "Report on Remedial Services 1976-1985." 
Roosevelt, NY: Roosevelt School District, 1985. 
Rosenthal, Robert, and Jacobson, Lenore. Pygmalion in the Classroom: 
Self-Fulfilling Prophesies and Teacher Expectations. New York: 
Holt Rinehart and Winston, 1968. 
Rutter, M. Fifteen Thousand Hours: Secondary Schools and Their Effect 
on Children. Cambridge: Harvard University Press, 1979. 
Ryan, William. Blaming the Victim. New York: Pantheon Books, 1971. 
Sarason, Seymour B. The Culture of School and the Problem of Change. 
Boston: Allyn and Bacon, 1971. 
Sergiovanni, Thomas J. "The Theoretical Basis for Cultural Leadership." 
in Leadership ASCD Yearbook, 1987. 
Sergiovanni, Thomas J. et al. Educational Governance and Administration. 
Englewood Cliffs, NJ: Prentice Hall, 1980. 
Shoemaker, Joan and Fraser, Hugh. "What Principals Can Do: Sane Implica¬ 
tions from Studies of Effective Schools." Phi Delta Kappan 63 
(November 1981): 178-82. 
Silberman, Charles. Crisis in Black and White. New York: Randan House 
Vintage Books, 1964. 
Silberman, Charles. Crisis in the Classroom. New York: Randan House, 
1970. 
State Education Report. "Racial Imbalance in the Roosevelt Schools." New 
York, June 1983. (Photocopied.) 
Stemlieb, George S., and Beaton, Patrick W. The Zone of Emergence: 
A Case Study of Plainfield, New Jersey. New Brunswick, NJ: 
Transaction Books, 1972. 
Stone, James C., and Schneider, Frederick W., eds. Teaching in the Inner 
City: A Book of Readings. New York: Thcmas Y. Crowell, 1970. 
"Teaching and the Rand Study," vol. 68, n. 2. cited by James P. Caner, 
School Power, p. 147, New York: Free Press, 1980. 
168 
"The Managerial Behavior of High School Principals," cited by David C. 
Dwyer et al., Leadership, p. 31. ASCD Yearbook, 1987. 
Theodore Roosevelt School. "Everard Barrett Report on Theodore Roosevelt 
Math Program." New York, 1977. (Photocopied.) 
The State Education Department. "Child Nutrition Reimbursement Unit." 
Albany, NY: 1986. (Photocopied.) 
Town of Hempstead. Department of Planning. "Community Profile of 
Roosevelt." New York, 1980. (Photocopied.) 
Town of Hempstead. Department of Planning. "Roosevelt Community." 
New York, April, 1965. (Photocopied.) 
Tyack, David and Hansot, Elizabeth. Managers of Virtue: Public School 
Leadership in America 1820-1980. New York: Basic Books, 1982. 
Tye, Kenneth A., and Novotney, Jerrold M. Schools in Transition. New 
York: McGraw Hill, 1975. 
Warren, Robert P. Who Speaks for the Negro. New York: Vintage Books, 
1966. 
Wilson, William J. The Declining Significance of Race: Blacks and 
Changing American Institutions. Chicago: The University of 
Chicago Press, 1980. 
Wright, Nathan Jr. What Black Educators are Saying: Ccmmunity Involve- 
ment in Schools. New York: Hawthorne Books, 1970. 
169 

